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LITERACY BEHAVIORS OF KINDERGARTEN-PRIMARY CHILDREN 
IN HIGH STIMULUS-LEVEL LITERACY ENVIRONMENTS 



PART I: THE INSTRUMENTS 



This descriptive study was designed to describe children's 

participation in literacy within classroom environments organized 

for the purpose of stimulating spontaneous literacy (Loughlin and 

Suina, 1982); it examines patterns of literacy behaviors in high 

level literacy environments with varying levels of access to the 

environment. The research builds upon previous study of the 

literacy content of classroom environments(Loughlin and Ivener, 

1984; Loughlin and Cole, 1983). It has two major purposes: a 

study of instrumentation (see Loughlin and Ivener, 1984) and a 

description of literacy environments and children's literacy 

behaviors within them. Specific goals for the study of the 

instruments follow: 

!• Examine reliability of the Survey of Displayed 
Literacy Stimuli. 

2, Study the correlation between scores from the Survey 
of Displayed Literacy Stimuli and the Inventory of 
Access: Displayed Literacy Stimul i to see whether they 
represent the same or different variables. 

3, Determine index scores for The Survey and for The 
Inventory which best represent each environment's 
characteristics and also distinguish those which offer 
very high levels of stimuli and/or access from those 
which do not, 

4, Determine whether the revised Literacy Observation 
Matrix identifies a larger proportion of literacy beha- 
viors, in relation to all recorded behaviors, than the 
previous version. 

er|c 



5. Determine the extent to which observers can 
distinguish between assigned and optional literacy 
behaviors through the revised Matrix. 



The Pilot Study 

A pilot study (Loughlin and Ivener, 1984) was carried out in 
two schools, U3ir:g earlier editions of the three instruments 
(Survey, Inventory, and Matrix) in 22 classrooms with varying 
levels of literacy stimulus and of access. Data from the study 
showed the instruments to be promising, but in need of revision. 
The data on literacy behaviors was regarded as tentative for two 
reasons. The distinction between chosen literacy behaviors and 
those assigned was not clearly made through the Matrix, and it 
was felt that many instances of literacy behaviors were lost 
through recording in the NA (no literacy activity) category. 
However, the tentative data directed attention to further study 
of children's literacy behaviors in high stimulus level literacy 
environments, and the examination of access to displayed lit- 
eracy . 

Revision of Instruments 

As a result of the pilot study, some specific questions 
raised about the three instruments directed their revision. 
The revised Instruments, used in the current study, are included 
in Appendix A of Part I. 

The Survey of Displayed Literacy Stimuli 

There was no single index available in the original survey 
instrument which could distinguish high stimulus level environ- 



ments frora those which were not, so environments had been 
categorized on the basis of four cr iter ia • (Loughlin and Ivener, 
1984)* After a study of the survey data, two categories were 
shifted from the counted category group to the noted but not 
counted group, and recoded data further examined* Classrooms 
ranked on the basis of the five criteria u?3ed in original 
scoring were then ranked by several different potential index- 
scores. It was found that the Counted Category Total score 
produced the same rankings as the recoded data ranked on the four 
original criteria, so the Counted Category Total became the 
Index for Literacy Stimulus Level. 

From the training of observers and the process of using the 
Survey during the pilot study, several areas of confusion within 
the category definitions were identified. Definitions were 
revised where necessary, in order to clarify meaning and reduce 
ambiguity, and the general rules for including or excluding an 
item from the list were also clarified. 

As the instruments a^":d their data were studied, some 

patterns of literacy support within environments were revealed; 

an additional scoring sheet was added to the instrument to 

highlight those patterns. Several literacy functions , and the 

specific categories within them, were identified: 

Functional Use Score : current day messages; displayed 
directions; sign-up sheets; different references; 
functional labels 

Child-generated Score : current child -written messages 

. Communication Scor e; child -written messages; display 
space; display tools; clearly legible displayed print 
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Variety Score ; kinds of books; kinds of recording tools; 
kinds of recording materials; different references 

Content Score : print related to nearby objects; books 
related to nearby objects; community language/culture 
print 

Book Use Score ; kinds of books; books related to nearby 
objects; books with cover displayed 

The categories of displayed literacy stimuli recorded on 
The Survey were the only items which could be recorded as used 
on The Inventory of Access in each environment* However, the 
three book categories (books related to nearby objects; different 
kinds of books; books with cover displayed) could not be 
distinguished when the stimuli were in use; -once books were in 
children's hands, it was no longer evident how or where the 
books had originally been displayed* To clarify this, the three 
book categories were collapsed into one (books), and when the 
survey data for an environment was transferred to the inventory 
record, the sixteen categories were reduced to fourteen. 

The Inventory of Access 

The Inventory of Access was revised to show the collapsed 
category of books in the list of displayed literacy stimuli; 
then a scoring sheet was added so observers could compile the 
data from the record sheets immediately following the day of 
observation* Some procedural changes were also made. 

After the pilot study, in which inventory scans were made 
at 20 minute intervals by a single observer, it was seen that 
in many environments there were some time periods (such as 



transitions) when usage was not recorded, although data from such 
periods in other classrooms seemed significant. In order to 
capture children's use of literacy stimuli more fully, procedures 
were changed. Two observers were to conduct alternating, contin- 
uous scans throughout the day, and they were asked to note 
general events (i.e. se 1 f -sel ec t io n ; independent seatwork time) 
which ocurred during each scan. Different procedures were 
developed for the inventory in double-sized classrooms, because 
of the increased number of children per scan. A split scan 
procedure was designed, with each observer identifying approxi- 
mately 1/2 of the students (usually by gender) and the half-scans 
combined when data was compiled. 

Because of the variation of class size (ranging from 15 to 
43) a new index for access was needed. The score used during the 
pilot study (number of uses per scan) was then divided by the 
number of children scanned to provide the score: access per 
child ♦ 

Further questions about The Inventory of Access are discuss- 
ed in the section on Study of the Instruments. 

The Literacy Observation Matrix 

The pilot study data showed well over half of all observed 
behaviors recorded as NA (No Literacy Activity), yet observers 
felt that there were literacy behaviors lost in that category 
because they were not included in the defined categories to be 
coded. In the study of The Matrix after the pilot study a group 
of observers applied the instrument within classroom settings; 
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this was accompanied by open observations. As a result, two new 
categories ( discussing and scanning ) were added^ The category nc> 
literacy activity is redefined to reflect the additional categor- 
ies, and the not located category remains unchanged. 

Administering The Literacy Observation Matrix revealed some 
training and categorizing problems with the previous Voluntary 
and Assigned subcategories. It appeared that the differences 
between an activity and a behavior had not been clear to obser- 
vers through the directions. Teachers frequently assign activi- 
ties, but not necessarily all the behaviors used within them; 
this leaves some behaviors within an activity optional. When a 
child can choose to use or not to us5 a particular literacy 
behavior within an assigned activity, that behavior is now coded 
as Optional , For example, a group of children are assigned the 
activity of making daily observations of some samples of food 
left in open petri dishes, and to record their observations. 
How to record is left to the individuals, whose specific literacy 
behaviors during the recording process are optional. Some record 
with print, consulting dictionaries or scanning displayed print 
for information as they record, manipulating the recording 
materials as they prepare. Some observe others' activity for a 
while before choosing their own form, several talk together 
about how they plan to record, then consult during the process. 
These reading, scanning, manipulating, observing and discussing 
behaviors are optional; recording is assigned. 

The Liter acy Observation Matrix procedures and categories 



ERLC 



were clarified and redefined as a result of these examinations 
of the instrument. The Teacher Questions sheet was also revised 
so it could elicit the information needed to distinguish between 
assigned and optional behaviors. 

Study of the Instruments 
Three analyses, for study of the research instruments, were 
planned: reliability studies for The Survey of Displayed 
Literacy Stimuli , correlation studies between The Survey and the 
Inventory of Access , and comparison of categorized and uniden- 
tified (coded as N'A) behaviors of the original and revised 
Matrix . Procedures, analyses and findings follow. 

Reliability of the Survey 

Questions of consistency in application of The Survey were 
raised after the pilot study, since individual surveyors reported 
varied interpretation of some definitions, even after several 
training sessions. To further study this problem, procedures 
were changed to require two members of the team to conduct The 
Survey in each environment at the same time, but independently; 
they were to collaborate only on identification and naming of the 
specific areas to be surveyed on the sketch maps. ReliaDility 
studies of paired Survey data are reported in a following 
section . 

Data gathering procedures called for the Survey of Displayed 
Literacy Stimuli applied to each classroom in the study by two 
observers simultaneously, when the classroom was empty of 
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children. Literacy environments are quite fluid, changing 
daily, and displayed literacy stimuli are frequently moved about 
the environment while in use. The requirement for simultaneous 
purveys and empty classrooms were imposed to be sure both were 



sketch maps of the environment, then agreeing upon the spatial 
divisions to be used in the survey, the observers could proceed 
with the survey independently. Following extensive training, the 
procedures were carried out in 12 ol the 17 subject-classrooms; 
however it was not possible in the others, because of the size of 
the environment (double-classroom settings where it was necessary 
for each to survey half the environment then combine data) or 
because of scheduling problems. 

A correlation coefficient performed on the Survey Index 
Score ( counted category total ) in 10 environments showed a 
positive correlation of .98. An additional correlation 
coefficient was computed for all category subscores in each of 5 
randomly selected pairs of Survey Record Sheets with the follow-- 
ing results: 



surveying the same arrangements. 



After drawing independent 



CORRELATION COEFFICIENTS FOR CATEGORY SUBSCORES 
ON PAIRED SURVEYS IN FIVE ENVIRONMENTS 



Environment 



r 



S-1 
K-1 

F-4 
F-1 



.92 
.98 
.99 
1.00 
.99 
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As a result of the analysis of Survey scores and subscores, 
reliability of the instrument is seen as acceptable. That is, 
trained observers who survey the same environment at the same 
time, will show general agreement on category subscores of The 
Survey , and will characterize the environment's level of 
literacy stimulus in similar ways. 

Correlations Between Survey and Inventory 

In the procedures for this study, Th e Survey of Displayed 
^^^^^^^y and The Inventory of Access each provided a basic score 
for every classroom studied. They consisted of total items in 
counted categories (Counted Total) for The Survey, and number of 
uses per scan divided by number of children present (Access per 
Child) for The Inventory. The product moment correlation was 
computed for these two basic scores, in order to verify (or deny) 
that the instruments are focusing on different variables. 

The results of the analysis show a correlation of .20, 
showing that The Survey data and The Inventory data are somewhat 
related, but do not represent identical characteristics of the 
environments. The low correlations between the two give 
sufficient confidence in the data to include it in the analysis 
of classroom characteristics. However, "field note" data leads 
us to believe that while The Inventory helps identify the access 
Characteristics, it is not a sufficient description of child- 
ren's access to literacy. This is further discussed in Part II; 
Environmen tal Characteristics and Literacy Behavior . 
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Literacy Observation Matrix 

In the pilot study data from the Literacy Observation 
Matrix , approximately ^0% of the observed behaviors were recorded 
in the NA (no literacy activity) category* After the addition 
of two new categories (discussing and scanning) and use of 
The Matrix in the enviroi- its of the current study, approxi- 
mately 35% of observed behaviors appeared in the NA category. 
Together, the categories of d iscussing and scanning accounted for 
12.5% of all recorded literacy behaviors, suggesting that at 
least a part of the literacy behaviors previously buried in the 
NA category can now be identified. 

Through the earlier version of The Matrix , in which literacy 
categories were further identified as "voluntary" or "assigned", 
the behaviors coded voluntary accounted for approximately 33% of 
all recorded literacy behaviors. Data from the current study, 
gathered through the revised Matr ix showed approximately 37% of 
literacy behaviors optional. Although the differences could be a 
reflection of the environments observed in the current study 
rather than a better operational definition of the terms, 
observers reported more confidence in their coding with the 
clarified definitions for "optional" and "assigned". 

Conclusions from Instrument Studies 

The three descriptive instruments offer data that seem to 
be reliable (for The Survey ) , to tap at least part of the 
variable of access (The Inventory ) , and to capture a reason- 
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able proportion of the kinds of behaviors which could be labeled 
as literacy ( The Matrix ) > 

We conclude that the data is useful, should be further 
analyzed to describe stimulus level, access to displayed litera- 
cy^ and to observe subject's literacy behaviors in those environ- 
ments described. The instruments used in this study are included 
i n the Appendix. 

Af terwo rd 

After the data had been analyzed in the current study, The 
Survey of Displayed Literacy Stimuli was re-written, but not 
revised. Some editing of the definitions, ai>d a re-ordering of 
the counted categories to reflect the literacy function groups 
(listed on page 3-4) made The Survey easier to use. In addition, 
the function-score record sheet, added for this study, has become 
a permanent part of The Survey. 
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The Survey of Displayed Literacy Stimuli 



The Inventory of Access: Displayed Literacy Stimuli 



The Literacy Observation Matrix 
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SURVFSf OF DISPUTED LITERACY STIMULI 



C, Lou^hlin, N.Col« 
Univ«rsity of Kew Hixico 
January, 1964 

Th« Survey of Displayed Literacy Stitauli car b« u««<i to exafiine a learning environaent 

to aee what level of stisuluj and support: for spontaneous use of literacy behaviors are 

offered in various areas. The survey offers information on: 

The pattern of distribution of the literacy stitauli throughout the environaent, 
and a comparison of one area to another in ter^s of literacy .<Mtential« Are there 
any areas, for instance, where children may spend time without encountering any 
stimulus for the use of literacy? 

The kinds of literacy stiouli offered in the environment and in particular areas 
of the environaent. For instance, which skills are elicited by the types of tools 
and information sources displayed for access? What variety of aaterials, tools and 
print exist in areas? How widely is functional print distributed? To what extent 
are the content ai^d aeaning of print emphasized by combinint books and print with 
non-print materials? Are the stimuli for the use of literacy accompanied by the 
means for response to that stimuli? 

HOW TO USE THE SURVXY 

1. LOOK AT THE CLASSROOM 

Look at your classroom environment or a sketch-map of its arrangement. Divide the 
total environment into different areas, deciding which space and materials are paurt 
of each area. (Be sure all classroom space is included.) ]^ist each area at the top 
of u»e survey record. Yoa wlII oe examining one area at a tiae. 

2. SURVir^ ONE AREA AT A TIME 

For each area you will survey, enter the area and seat yourself so you are seeing 
all displayed materials at child's eye level, with the category definitions beside 
the survey record, begin to survey. COUNT ONLY THOSE MATERIALS THAT ARE DISPLAYED 
AT CHILDREN'S EYE LEVEL OR BELOW. Complete the survey and recording for all literacy 
stimuli categories in one area before going on to the next. 

3. COUNT ONE CATEGORY OF LITERACY STIMULI AT A TIME 

Keeping the category definitions beside the survey record, cout all visible literacy 
indicators in the particular category you are checking. Re-check the definitions for 
the category each time you are ready to count s CRemeaiber, a number of ob3ects that 
are stored away in the area will not be counted because they are not displayed.) Record 
the number of instances in one category by talley or numeral before you go on to the 
next category. 



4. 



YES or NO CATEGORIES 

The last categories on the survey sheet are not counted. First re-check the category 
definition. Then examine the area for the presence of the stimuli described in the 
category, and record its presence or absence. 
TuT/^L 

To compare one area of the classroom with another, total each column. This will show 
Where the stimulus for literacy is in the environment. 

To compare the categories of literacy stimuli to see the relative emphasis on different 
kinds, total the records across each row. This will show the variety of stimulus 
and su-port for the use of literacy behaviors in the environment. 
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THE SURVEY OP OISPLAYJCD LITERACY STIMULI 

Lo ugh 1 in/Co la 
January, 1984 

Each xtTn muat hm clearly viaibU. and within chlld'a ay level/range . 

CATEGORY DEFINITIOKS 

1. messagea about the current day : schedule!, aaaignaenta, notices, groupings, 
newa, announcements needed to work through the day. These ar« clearly related 
to events on the day of survey. 

2. current child written or dictated rnessaqes, labelj^ stories : less than five 
days oldi Determined by dated material, or by asking. Exclude ; group* of com- 
pleted assignments displayed together. 

3. p rint or writing aegoonts related to nearby materials, objects, pictures : these 
axe placed close to pictures or other materials, with the contents of the print 
or writing clearly related to those aaterials in some way. Exclude : labels, 
also children's illustrated stories, except when they are also related to other 
nearby materials. 

4. books related to nearby materials, objects, pictures : books, located in com. 
bination with other materials, rkbjects, or pictures, and whoso contents are 
clearly related to those materials in some way. 

5. different kinds of books : the number of different kinds of books available 

for children's choice, and clearly visible (i.e. trade, reference, child-made, etc. ) 
Do no t cojnt total volumes in t.ie axea. 

6. different kinds of recording tools : the nunber of different kinds of tools for 
children • s use in recording events , ideas , information (i.e. pencil , crayon , 
tape recorder, chalk.) Do not count duplicates in any area* 

7. different kinds of recording materials : the number of different kinds of raaterials 
for children to record upon(i.e. audio tape, stationery, chart paper, chalkboard, 
drawing paper. Do not count duplicates in any area. 

8. different references : lists, pictures, charts, or other information sources 
children will use as references to help with ongoing activities. A set of references 
(i.e. encyclopedia) stored together is counted as one reference. Single voluces, 
placed in other locations, are counted. Do not count duplicates in any area. 

9. displayed directions for activities : displayed task cards or charts that give 
directions for activities or procedures that children can carry out independently. 

10. sign-up, 5iign-out charts or sheets : any teacher-prepared chart or sheet, cleairly 
displayed, that calls for children to record information in print or symbol, or 
to sign naiiies. 

11. communi tv culture /language books or print segnents : books and print segments in 
children's home language, or reflecting home culture, in a fairly homogeneous 
Imguis tic/cul tural community. 

12. presence of empty display space : empty space in the area, where children may post 
their own work. 

13. presence of display tools : tacks, tape, label blanks, and/or other tools children 
can use to display materials. 

14. presence of functional labels : there are working labels on holders, cabinets, or 
equipaent that give information about contents, use, or procedures. 

15. presence of books with cover or page displayed books in the area with covers clearly 
visible, or displayed opened to a particular page» 

16. presence of displayed handwritten or print segnents, clear and legible : print 
and/or children's or teacher's handwritten material, displayed on unpatterned back- 
ground, with empty space surrounding the segment. Print or writing is large 
enough to be seen/read by children in the environment. 
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visible, and within child's eye / 
level/ringe. Definitions attached. 



DISPLAYED LITERACY 
STIMULI 



tsessaqjes about the current 
day 
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Loucjhl in/Cole 
University ot Jiew Mexico 
J anu ary, 1984 



current child written or j 
dictated fflessagee, laibels, 
stories 



3. print or writing segments 

related to nearby materials, 
objects, pictures 



4. booKs related to nearby 
materials , obj ects , or 
pictures 



5. different kinds of booJcs 



6. different k inds of recording 
tools 



7. different k inds of recordingi 
materials 



different references 



9. displayed directions for 
activity 



10, sign-up , sign-ou c cnar ts 
or sheets 



11. com.-aunity culture/language 
^ books or print segments 



^12. presence of empty display ! 
space I 



13. presence of display tools 



14. presence of functional 
labels 



15. presence of books with 
cover or page displayed 



lb. presence of displayed 

handwritten or machine prim 
. segments, clear and legible 



WTAL PtR AXEA 



Date 



N'umiaer of Areas Surveyed 
Classroom and Grade Level 



Special Conditions_ 




Counted Item Total 



Overa:i Total 



Observer 
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SURVEY OF DISPLAYED LITERACY 



STIMULI 



Score Sheet 



Observer 



Date 



Classroom 



Grade/ Age_ 



No, areas surveyed 

No. areas with all 1-10 
categories 



AREAS 



No. areas with all 12-16 

categories 

No. areas with category 11 



CATEGORIES 



No. 1-11 categories in 
environment 



No. 12-16 categories in 
environment 



Functional Score- 
categories : 



.1 

8' 
9" 



10 
14' 



Variety Score- 
categories: 

5 

6 

7 

8 



QUALITY SCORES 

Child-generated Score- 
category : 



Content Score- 
categories : 

3 

4 

11 



Communication score- 
categories: 



2 

12^ 

13 

16 



Book Use Score- 
categories : 

4 

5 

15 



TOTALS 



Categories 1-11 score 



Categories 12-16 score 
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*note 

This score sheet is used only 
when Survey is a research tool. 
Boxed total is the basis for 
comparison and/or ranking. 



Grand Total 
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LITERACY OBSERVATION MATRIX 



a 



Bonnie Ivener 
Fall, 198A 

The primary purpose of the Literacy Observation Matrix is 
to record children's writing, reading, observing, discussing, 
and manipulating behaviors related to literacy, using a timed 
spot observation technique. The matrix is designed to record 
behavior when subjects are direccly attending to to literacy 
materials (see Lough 1 i n /Col e , 198A) in the learning environment. The 
user should become familiar with definitions of the literacy 
behaviors before beginning, . 

The L iteracy Observation Matrix can be used to provide ^ntor- 
mation concerning which coded behaviors (below) occur; which 
are most frequent over the span of a week's time; which occur 
by direct teacher assignment; which are optional; which are performed 
by girls and which by boys; and which literacy behaviors are 
predominant in a classroom. It is designed for use with the Survey 
of Displayed Literacy Stimuli , and Inventory of Use; Displ ayed 

Literacy Stimuli. 

The upper part of the matrix includes spaces to record 
variety of information . Record that information which is of interest 
to you. 

HOW TO USE THE L.O.M. 

Familiarize yourself with the classroom arrangement, and 
the literacy materials available for children's use. 
Select the children to be observed and prepare a record 
form for each child, completing the upper part of the 
matrix. (When children are not known by name, some other 
identification may be sufficient. 

. Position yourself within 5 feet of the child being observed. 

. Set an unobtrusive timing device to signal every 5 seconds 
for a total of 5 minutes.* 

Record one_ of the following symbol notations per matrix 
cell. BEGIN observing and recording after the first 5-second 

signal . , 1 • 

. Upon conclusion, total the number of instances each literrcy 

behavior occurred at the end of the five-minute observation. 
. Repeat this procedure each day of the week,, and at different 

times of the day, to have a full picture of the child s 

assigned and optional literacy behaviors. 

At the end of one week's daily observations, compute weekly 
averages per literacy behavior for each child observed. 



* The amount of time spent observing may be adjusted by the 
matrix user. Thus, the 5 minutes may be lengthened and the 
matrix record form adjusted accordingly. 
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Ivener LOM/85 

RF.HAVIQR CODES* AND DEFINITIONS 



fW^ or (W„)- Writing - the act of recording messages in some form using 
^ ° inTi^Td of recording tool and material; the act may range 

• from recording a check mark on a graph to writing an essay. 

(R) or (Ro) Reading - the act of visually attending to print or symbols 

with or without vocalization; the act may range from fixating 
on whole texts or upon shortened temporary messages, signs, 
letters, pictures, but the material must be within 5 feet 
of the child . 

(S) or (So) Sc anning - the act of looking toward displayed literacy 
materials more than 5 feet away, while in direct contact 
with other literacy materials. 



(M) or (Mn) Mani pulating - the act of readying tools and materials for 
° use, drawing or constructing, turning pages, sharpening 

pencils, -tapling, gluing, cutting, erasing, and/or folding. 

(0) or (Oo) Observing - the act of visually attending to a peer oradult 
writing, reading, or manipulating (as defined above) with 
or without vocalization and physical contact. 

fB) or (D„) Discussing - the act of talking with another person while 

holdino literacy materials, or to a person holding literacy 
materials, but not writing, reading, manipulating, or observing, 

(NA) No Literacy Action - the act of not handling a literacy 

material or visually attending to a literacy material; 
this includes standing and waiting for a turn, sitting 
idle, hiding, resting, whistling, talking in the absence 
of contact with literacy materials, gazing at the teacher 
or peers more than 5 feet away. looking into another room 
or out a window . 

(NL) Not Located - the child is present but not visible to the 

observer during the spot observation period, or has left 
the environment . 

*Use the [q] code when the behavior is optional rather than assigned . 



Assigned - the behavior is required within an activity and must be done 
at a particular time designated by the teacher. 

Optional - the behavior is chosen by the child, even if the activity 
is assigned by the teacher; any of the specific details ot 
the activity (time, tools, materials, content, or form) are 
chosen by the child. 
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DETERMINING ASSIGNED LITERACY BEHAVIORS 



Ask the classroom teacher these questions each day a subject is observed, 
to determine which literacy behaviors are assigned and which are optional. 



rime 



Date 



Day#_ 



Observer 



Teacher 



. . What do you call this part of the day? 



..What specific writing activities must this child complete at 

Is there a particular way the activity must be done? What materials must 
be used? 



..What specific reading activities must this child complete at 

Is there a particular way the activity must be done? What materials must 
be used? 



..What specific manipulating activities must this child complete at 

Is there a particular way the activity must be done? What materials must 
e used? 



..What specific observing activities must this child complete at 

Is there a particular way the activity must be done? What materials must 
be used? 



..What specific discussion activities this child must complete at 

times) Is there a particular way the activity must be done? What materials 
must be used? 



.What may the child do when his/her assignments are completed? 
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SURVEY OF DISPLAYED LITERACY STIMULI 



C. Loughlin. N.Cole 
University of New Mexico 
May. 1986 

The Survey of Displayed Lfteracv Stimuli can help determine the tevel of stimuli and support for 
spontaneous literacy behaviors in a learning environment. 

The Survey examines each area for information about the 
pattern of distribution of the literacy stimuli in the environment, 
and compares one area to another. 

The Sun/ey also shows the kinds of literacy stimuli offered 
within areas and within the whole environment. 

HOV; TO USE THE SURVEY 

1. Look at the classroom 

Make a sketch map of your classroom environment, showing it s spatial organization. Divide the total 
into different areas, deciding boundaries, space and materials for each. Include all classroom space in 
these areas. List each area at ;he top of the sun/ey record. 

2. Survey one area at a time. 

Enter an area and sit so you can see all displayed materials from child's eye level. Begin the 
examination with the category definitions beside the sun/ey record. COUNT ONLY THOSE 
MATERIALS DISPLAYED AT CHILDREN'S EYE LEVEL OR BELOW. Complete the recording for all 
literacy stimuli categories in one area before nroving to the next area. 

3. Count One Category of Literacy Stimuli at a Time. 

With the category definitions beside the sun/ey record, count ail visible literacy stimuli in a given 
category. Recheck the definitions for es^h categorv when vou are readv to coupt. 

Look first at the category, then examine the area for items that belong in that category. Remember, you 
are searching for items which fit in a category; you do not try to find a category for each item you see. 
Record the number of instances in one category by talley or numeral before going on to the next 
category. Remember that oni^ displayed items, at a child's eye level or betow. are counted. 

4. Yes or No Categories 

The last five categories on the survey are not counted. Recheck the category definition. Then 
examine the area for presence of the stimuli described, and record its presence or absence. 

5. Total 

To compare one area of the environment with another, total each column. This will show y/here the 
stimuli for literacy are in the entire environment. 

To compare the relative emphasis on different categories of literacy stimuli, total the records across 
each row. This will show the variety of stimuli and support for literacy behavbrs in the environment 



THE SURVEY OF DISPLAYED LITERACY STIMULI 



Each (t0m must be dearly 
visible, and within child't eye 
Iflvsl/range. Definitions attached. 



DISPLAYED LITERACY 
STIMUU 



AREAS 



Loughlin / Col© 
University of New Mexico 
May, 1986 



Total 

. by 

Cate- 
gory 



I.CUJieill child generated 
messages, labels, stc ries. 






















2. messages about the current day 






















1 rii^nlavftri dirfidions for activrtv 






















4. sign -on, sign -out charts or 
sheets. 






















5. drfferant kinds of books. 






















6. cfffereot kinds of recording tools 






















7. different kir^ds of recording 
nnater.als. 






















8. different references. 






















9. print or writing segments related 
to nearby materials, objects, 
pictures. 






















1 0. bocks related to nearby 
materials, objects, or pictures. 






















11. community culture/language 
bocks or print segments. 


























^12. presence of empty display 
apace. 






















13. presence of display tools. 






















14. presence of clearly legible 
displayed handwritten or 
machine print segments. 






















15. presence of books with cover 
Of page displayed. 






















16. pfesenc8 of {unction3l labels. 






















TOTAL PER AREA 






1 
















1 





3 
O 

O 



u 
< 

8 

a: 



> 

o 

8 
a: 



Dale 



Special Conditior6_ 



Number of areas surveyed . 
Class/oom and Grade Le^.^! 



Oteen/er 



THE SURVEY OF DISPLAYED LITERACY STIMULI 



Loughiin/Cole 
May, 1986 



Each Hem must be clearl y visible, and at child's eve level or below. 



CATEGORY DEFINITIONS 

1 . Current child-oene r aled messag es, labels, stories: (lass than f iv9 days old) These may be child written, or child 

dictated. Determined by dated material, or by asking. Groups of completed assignments displayed together are 
excluded, hems in this category may also be counted in other categories, 

2. Messages about the current dav: Schedules, assignments, notices, groupings, news, and announcments needed to 

work through the day. These are clearly related to events on the day of the survey. 

3. Displayed direct'ions fpr actlvtlies:. Displayed tasks, cards or charts that give directions tor activities or procedures 

that children can carry out independently. Labels thai explain how to operate equipment or care for material are 
excluded. 

4. Sig'^-on charts or sheets: Teacher- or child-prepared chart or sheet, clearly displayed, that calls for children to record 

information in print or symbol, or to sign names. 

5. Different kinds books: The number or different kinds of books available for children's access, displayed so they are 

clearly visible (i.e. trade, reference, chikJ- made, magazines, etc.) The number of volumes is UQl counted. 

6. Different kinds of recording tools: The number of different kinds of tools for chiWren's use in recording events, ideas. 

information, (Le. pencil, crayon, chalk, tape recorder, etc.) Duplicates in an area are £1Q1 counted. 

7. Dif^ei'ent kind? ol recording malenals: The number of different kinds of materials for chiWren to record upon (i.e. audio 

tape, stationary, chart paper, chalkboard, drawing paper, etc.) Duplicates in an area are not counted. 

8. Di^e^ent '•eferences: Lists, pictures, charts, or other information sources children may use as references to help with 

ongoing activities. A sat of references (i.e. encyctopredia) stored together is counted as one reference. Single 
volumes places in different bcations are counted. Duplicates in an area are flfil counted. 

9. Print or writing segments related to nearby maierials. objects, oictures: Print placed ckDse to pictures or other 

materials, with the contents of the print or writing clearly related to those materials in some way. Labels are excluded. 
Children's illustrated stories are excluded, unless thay are related to other nearby materials. 

10. Books re'al ed to nea'^y materials, objecls. pictures: Books located in combination with other materials, objects or 
pictures, and whose contents are clearly related to those materials in some way. 

11. Conmunitv cuHurelanguage books or print segments: Books and print segments written in children's home 
language, or reflecting home culture, in a fairly homogeneous linguistic/cultural community not ordinarily represented 
in educational materials. 

12. Presence of emptv d^solav space: Empty space in the area which is clearly available for children to display their own 
work. This is not always labeled, and can be determined by indications that materials have been displayed there, by 
something already displayed but not using all the space, or by asking. 

13. Presence of display tools; Visibly displayed tacks, tape, label blanks, and/or other tools children can use to display 
materials. 

14. Presence o f displayed, clea r and legible handwritten orprinted segments: Print and chiW or teacher writing, displayed 
on unpatterned background with empty space surrounding the print segment. Print or writing is large enough to be 
seen by children in tho area. 

15. Presence of books with cover or page displayed: Books in the area with thd covers clearly visible, displayed or with a 
pailicular page clearly visible. 

16. Presence of funptignal labels ; Working labels on holders, cabinets, or equipment that gives information about 
contents, use, or procedures for use. 
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Observer 



Date Classroom 



Summary Sheet 
Grade/Age 



AREAS CATEGORIES 

No. areas surveyed No. 1-1 1 categories in 

No. areas with alM -10 environment 

categories. No. 12-16 categories in 

No. areas with alM 2-1 6 environment 

categories — 

No. areas with category 1 1 



Functional Score Child-generated Score Communication sCQr$ 

Categories: Category: Categones: 
2 1 1 



3 
4 



T 



8 



12_ 
13 



8 14. 

16 



Varietv Score Content Score Book Use Score 

Categories: Categories: Categories: 

5 9 5 

6 1 0 1 0 

7 11 15 



TOTALS 



Categories 1-1 1 score 



Categories 12-16 score 
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LITERACY BEHAVIORS OF KINDERGARTEN-PRIMARY CHILDREN 
IN HIGH STIMULUS-LEVEL LITERACY ENVIRONMENTS 
PART II: ENVIRONMENTS AND LITERACY BEHAVIORS 

This descriptive study was designed to describe children's 
participation in literacy within classroom environments organized 
for the purpose of stimulating spontaneous literacy (Loughlin and 
Suina, 1982); it examines patterns of literacy behaviors in high 
level literacy environments with varying levels of access to the 
environment* The research builds upon previous study of the 
literacy content of classroom environments (Loughlin and Cole, 
1987; Loughlin and Ivener, 1984). The study has two major 
purposes: a study of instrumentation (see Part I) and a descrip- 
tion of literacy environments and children's literacy behaviors 
within them. Specific goals for the study of literacy environ- 
ments and literacy behaviors follow: 

1. Describe the characteristics of environments 
organized to promote literacy, in terras of level and 
kind of stimuli and in terms of access to those 
stimuli . 

2. Describe the optional and assigned literacy 
behaviors of children in high-level literacy environ- 
ments. 

3. Examine literacy behaviors associated with differ- 
ent levels of access. 

THE PILOT STUDY 

A pilot study (Loughlin and Ivener, 1984) was carried out in 
two schools, using earlier editions of the three instruments 
(Survey, Inventory, and Matrix) in 22 classrooms with varying 
levels of literacy stimulus and of access. Data showed th? uses 
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of displayed literacy stimuli somewhat higher during transitions 
or self-selection periods than other times of the day, and showed 
that not all categories of literacy stimuli displayed in the 
environments were actually used by children. Although the data 
on literacy behaviors was regarded quite tentatively, particular- 
ly in the d-'stinction between chosen literacy behaviors and those 
assigned, it directed attention to further study of children's 
literacy behaviors in high stimulus level literacy environments, 
and the examination of access to displayed literacy^ 

THE STUDY 

Thi J study, conducted in each environment through the three 
stages summarized below, involved the study of classroom 
environments (subject-classrooms) and the observation of child- 
ren's (subjects*) literacy behaviors. Procedures within each 
environment covered a time span from one and one half to two 
weeks • 

Description of Stages 

STAGE I : The classroom environment is sketched and surveyed, 
using The Survey of Displayed Literacy Stimuli , and the literacy 
stimulus level is determined, 

STAGE II : The use of materials identified through the Survey 
is observed in a full day's continuous scanning with the Inven- 
tory of Access '.Displayed Literacy Stimuli , and the level of 
access is determined. 



STAGE III : The literacy behaviors of randomly selected 
subjects are observed daily for five consecutive days through the 
Literacy Observation Matrix . Behaviors are categorized by type 
and also by the conditions of being assigned or optional, and 
each subject's observed behaviors are totaled for the week- 



Subject -Classrooms 
About twenty kindergarten and primary classrooms were 
nominated as high-level literacy classrooms by support profes- 
sionals knowledgeable about environment. With agreement of 
principals and individual teachers, seventeen of those became 
subject-classrooms. Nine were housed in schools identified as 
low socio-economic level by^ school system targeting for Chapter I 
Reading and Language Programs. Slightly under half of the 
environments supported multi-age groups, some in single sized 
self-contained environments, and others in double-sized environ- 
ments with teaching teams. Grade-level and approximate class 
size of the subject classrooms are shown on the following page. 

Subjects 

The subjects within the environments described above were 
randomly selected from complete class lists. Subjects and 
alternates were identified, and in consultation with teachers 
each team eliminated subjects with special schedules (i,e, half 
of each day out of the s u b j e c '. -c la s s r oom for special education) 
or frequent absences. Alternates were used if selected subjects 
were eliminaed or absent on the first observation day. 



CHARACTERISTICS OF SEVENTEEN SUBJECT-CLASSROOM GROUPS 



Classroom 


If 1- c 

Number of 
Teachers 


Grade Level Number of 

Children for 
Inventory 


XT U ^ . ,^ C 

Number or 
Subjects 
for Matrix 


Lhapter 1 
Status'^ of 
School 


K-1 


1 +aide 


K 


19 


9 


No 


IT" O 


1 +aide 


K 


15 


5 


Yes 


K-i 


1 +aide 


K 


o o 
11 


c 
D 


No 




1 +aide 


K 


21 


8 


Yes 


F-1 




i 




r 
0 


Yes 


F-2 




1 


21 


5 


Yes 


F-3 


i 


1 


22 


10 


No 


F-4 




1 


19 


6 


Yes 


S-1 




2 


19 


10 


No 


M-1 




1,2 


20 


10 


Yes 


M-2 




1,2 


39 


9 


Yes 


M-3 




1,2 


20 


8 


Yes 


M-4 




1,2 


19 


10 


No 


M-5 




1,2 


20 


10 


No 


M-6 


2 


1,2 


32 


A 


Yes 


M-7 


2 


1,2,3 


A3 


\k 


No 


M-8 


1 


3, A 


23 


9 


No 


*Determined by community socio-economic level 

The number of subjects varied from one environment to 
another, as shown above, for several possible reasons. When 
class size was exceptionally large, the initial number of 



subjects selected was increased, Attendr.ice patterns at differ- 
ent seasons of the year affected the number of lost subjects in 
particular environments, especially with younger children. In 
addition, over the eighteen month period of the study, it became 
clear that the number of lost subjects had been underestimated, 
From the original pool of subjects and alternates, 140 

ERIC A,. 



From the original pool o^'.feub jects ,an«3 •alternates, 140 
children Here observed for four^or more-tlays, and the data for 
that group, examined to charact:^jrize literacy behaviors in the 
seventeen high literacy envirc^l?^n■ents a-s a whole. Complete data 
(five days of observation) wasfavailable^ ,f or 126 children, and 
the data for that sub-group of subjects wis used to highlight 
characteristics of literacy enV^-ronments .>nd literacy behavior by 



comparing some environments. ^ ^. 

The subject-classrooras had riot l^eenVrandomly selected, so 
there was no opportunity to delibe^afiiy balance socio-economic 
characteristics (determined by the schools receiving or not 
receiving Chapter I program support); however 9 of the 17 schools 
(approximately 52%) were so d esig^iated ,. By the end of the data- 
gathering period a p;p r ox i ma te 1 y 30?.,of all 'subjects and of full- 
data subjects were from Chapter I schools . Data from the follow- 
ing table shows that about 57% of the subjects were\male. and 



SUBJECTS BY GRADE LEVELS 
All Subjects* Full Data- Subjects* 





K 


1st 


2nd 


3rd 


4th 


Tot 


K 


1st 


2nd^; 


3rd 


'4 th 


Tot 


Male 


14 


32 


26 


• 5 


3 


80 


10 


30 


24 


5 


3 


72 


Female 


13 


25 


18 


3 


1 


60 


10 


24 


16 


3 


1 


54 


Total 


27 


57 


44 


8 


4 


140 


20 


54 


.40 


8 


4 


126 


♦all su 


bjects ; 


data 


from 


four 


or 


more 


observation 


days available 





*full data subjects: data from five observation days available 



that approximately 41% were enrolled as first grade students, 31% 
as second grade, 19% as kindergarten, and 8% as third or fourth 
grade. However, the sub ject--classroora data shows 76 (54%) were 
housed in multi-age environments* 

General Procedures 
A team approach was used for all stages of data gathering in 
each environment, so that information gathered formally (through 
the instruments) and informally (through additional observations 
and conversations with the teachers) during each stage could be 
used in the next. All data gatherers were trained to use each 
instrument in classroom settings before the teams were estab- 
lished. Training continued until each person could use the 
instruments consistently, and felt comfortable with procedures and 
scoring. 

Original procedures called for two people to begin Stage I 
( Survey of Literacy Stimuli ) in each environment during an after- 
noon when children were not present. The same team was expected to 
carry out the Stage II ( Inventory of Access ) study of the environ- 
ment on the following school day, then select subjects and 
establish the schedule for Stage III (observing children's 
behaviors with the Literacy Observation Matrix ) . 

The team planned to return for Stage III on five consecutive 
days, observing each subject for five minutes daily. The obser- 
vers established the observation schedule, with one person 
observing all children on a given day. Each day's observation took 
place during a different time segment, so the entire school 



day was sampled during the week. Teachers were interviewed 
daily about assigned literacy behaviors, and were given oppor- 
tunity to comment o:\ environment, activities, events, or child- 
ren's literacy, if they chose. 

Additional procedures developed as the study progressed; a 
few problems, as well as new inforraatioa not previously con- 
sidered, began to emerge. The timing of data gathering did not 
always proceed as expected, for a variety of reasons related to 
the many schedules that had to fit toge ther ( i . e . a single environ 
raent was surveyed at different times, a team member who surveyed 
was replaced by another for The Inventory.) 

In the early months of data gathering, subjects not present 
for four days of observation were completely lost from the study, 
so the teams began to arrange to return to the classrooms a sixth 
day to complete the observation series on previously absent 
subjects; on occasion a third observer would assist by returning 
for the missing observations. 

Some subject-classrooms were double-sized settings, with two 
teachers working together in space ordinarily used for two 
separate environments and groups; the number of students was 
much larger than in single, self-contained classrooms. This 
required some adaptation of procedures for using and scoring The 
Survey of Displayed Literacy Stimuli and The Inventory of Access 
(i.e. each team member sketching half of the environment for the 
Survey; dividing the class into to groups and scanning one half 
group at a time for the Inventory.) Detailed directions for the 



use of the instruments and procedures used for each stage are 
available in the Appendix B of Part II. 

As each research team used the instruments to describe the 
environments, to examine access to literacy, and to observe 
children's literacy behaviors, they noticed many events which 
were not captured by the instruments, and began to note them on 
the margins and backs of the recording forms. This data, and 
records of team discussions which followed the three stages in the 
classrooms, later became part of the findings of the study, 
complementing the numerical data and enlarging the descriptions 
of environments and children's behaviors. 

FINDINGS: ENVIRONMENTS 
The instrument data and the informal, and focused, observa- 
tions in the subject-classroom environments are both significant 
in providing a description of literacy behaviors in high stimulus 
level environments. The instrument data offers specific informa- 
tion about the level of stimulus for literacy, and the extent to 
which children respond to those suggestions. The informal 
observations describe the events, assignments, schedules and 
settings related to children's behaviors, expanding the descrip- 
tions offered through the instruments. 

Spatial Organization 

Sketch maps of environments show some commonalities in 
spatial organization of high-literacy subject-classrooms. 
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SPATIAL ORGANIZATION IN SEVENTEEN LITERACY ENVIRONMENTS 



Class Level Tchr.Estab. Areas Survey Areas Seating 

Areas Surveyed with Disp.Sp. Furniture 



Kindergartens 



K-1 
K-2 
K-3 
K-4 



11 
8 
8 
8 



9 
6 
7 
8 



5 
6 
7 
8 



dispersed 
dispersed 
dispersed 
dispersed 



First Grades 

F-1 
F-2 
F-3 
F-4 



7 

10 
11 
10 



6 
6 
6 
8 



5 
3 
5 
3 



together 
dispersed 
dispersed 
dispersed 



Second Grades 



S-1 



dispersed 



Multi-Age Single Space 



M-1 

M-3 
M-4 
M-5 
M-8 



10 
8 
8 
8 
9 



5 
6 
5 
6 
5 



2 
3 
3 
4 
5 



dispersed 

dispersed 

together 

together 

together 



Multi-Age Double Space 

M_2 12 6 6 dispersed 

M-6 15 9 9 dispersed 

M-7 13 10 8 dispersed 



Each environment was subdivided into several smaller areas 
by furniture arrangement. Shelving units, standing display 
boards, book racks, room dividers, and large pieces of furniture 
(i.e. pianos, tall cabinets) were placed to define the smaller 



spaces and provide materials for use in those areas. The number 
of areas ranged from 7, in a self-contained first grade, to 15 in 
a double-sized multi-age classroom. In all but one environment 
the backs and sides of much of the space-dividing furniture were 
made available for display space. 

The environments varied in the rizes of the arranged areas, 
although there was no systematic pattern by size of class or size 
of environment. Thirteen environments showed complex arrange- 
ments, with clear, but not necessarily central, paths through 
the environment which dispersed seating furniture into the areas; 
the others had simpler arrangements, wich a large somewhat 
central area for most of the seating furniture, and the remaining 
space subdivided (4 environments). Two subject-classroom floor 
plans are shown on the following pages as examples. 

Literacy stimulus levels 
The index used to examine the level of literacy stimulus 
among subject-classroom environments was the Total Number of 
Stimuli in Counted Categories on The Survey. On this basis, the 
stimulus level within the seventeen environments ranged from a 
Counted Total of 45 to a Counted Total of 223, with 17% of the 
environments falling below a Counted Total of 90. (In contrast, 
the range found in the recoded pilot study data was 23 - 240, 
with 47% falling below 90.) Complete data on Counted and 
Uncounted Displayed Literacy Stimuli appear in Appendix A. 
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Stimulus Categories 

The Survey of Displayed Literacy Stimul i (presented in Part 
I of this report) identifies 11 categories of materials and 
arrangements which are counted in each area surveyed; five 
additional categories are noted as present or not present in each 
area rather than counted. 

In the counted group, as shown in the following table, 
the category with the highest count across all the environments 
is kinds of recording tools * The counts for this category varied 
from 8 to 36, (see Appendix A, Part II) but all environments were 
well provisioned with recording materials. It should be noted 
here that the kinds of recording tools in each area were counted, 



RANKING ^AND TOTAL REPRESENTATION OF 
LITERACY STIMULUS COUNTED CATEGORIES 
IN SEVENTEEN ENVIRONMENTS 



Rank Total for All 

En V ironmen ts 



CATEGORIES 


Kinds Recording Tools 


1 


338 


Child Written Message 


2 


310 


Kinds Recording Material 


3 


305 


Kinds References 


4 


304 


Print Related to Objects 


5 


227 


Kinds of Books 


6 


210 


Books Related to Objects 


7 


140 


Message Current Day 


8 


110 


Sign-up/sign-on charts 


9 


86 


Displayed Directions 


10 


79 


Community Lang/Culture 


11 


19 
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rather than the total number; scores for this category (and 
several others) represent both variety and distribution, since 
the number of types in each area were totaled, regardless 
of duplication of kind across different areas. (Loughlin and 
Martin, 1987) 

Chi Id -written messages were the second most frequently 
counted literacy stimuli across all environments, and were the 
category researchers noticed and teachers coraraented upon most 
often in the informal data. Individual child-wr itten messages were 
found in areas which offered empty display space. They appeared to 
be primarily social (i.e. "I love you, Mrs. XX'* or "Clean your 
desk, Carlos!**) and sometimes functional (i.e. "Put Current Events 
Here"). Where children's writings were displayed by teachers, it 
tended to reflect common content (i.e. seasonal and study themes), 
even when child initiated and individual. 

Different references ranked fourth of the counted categories. 
The definition for references was established in a bioad sense 
(see The Survey Definitions, Appendix A, Part I), including word 
lists and charts about print conventions, or other information 
which children could use to carry out their activities; these were 
identified and counted during the survey after the school day was 
over. However, in later stages, the data gatherers saw many 
other materials pressed into service as references. Generally, 
they agreed, children used any print they could consult as a 
reference for spelling, letter form and punctuation (i.e. child 
written messages, nutrition charts, messages about the current 
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day, functional labels, captions on commercial illustrations). 
The count for the category d ifferent references reflects teacher- 
planned variety and distribution, but probably und er -r e pr e sen t s 
the available reference material in most of the high-literacy 
environments . 

The lowest frequency was seen in the category community 
culture/language books or print , with total counts in classrooms 
ranging from 0 (in more than half of the environments ) to 4, 
Observers commented that the few teachers in this study who did 
share language and culture with their children of minority 
communities in other ways did not necessarily reflect these in 
the environment; some teachers whose primary language and culture 
was different from their students' spoke of a need to reflect the 



community's life, bu 


t felt 


they lacked 


the 


personal and 


material 


resources to do that 


« 










Patterns of Literacy 


S t irau 1 


i 








Because of the 


number 


of multi-ag 


e gro 


ups housed in 


the 


environments studied 


, i t i 


s not possi 


ble t 


0 examine all 


the 


survey data by grade 


level ; 


however it 


is i 


nteresting to 


see what 


patterns of literacy 


stiraul 


us may exis 


t in 


classrooms o f 


similar 


level(s) . In the f o 


llowi ng 


table , the 


coun 


ted category 


figures 



have been averaged for each group of classrooms housing children 
of the same level(s). However, data for three of the groups 
(grade 2; grades 1,2,3; and grades 3,4) represent only one 
classroom at each level, since there was only one among the 
subject-classrooms, 
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Of the single-level self-contained classrooms C^flfSnd 2), 
kindergartens tended to show almost twice as many child-written 
messages as the others; however in three of the four kindergarten 
AVERAGE NIWBER OF STIMULI* PER CLASSROOM 



IN EACH COUNTED CATEGORY, 


D V 
Dl 










K 


1 


2 


1,2 


1,2,3 


3,4 


CATEGORIES 














Message Current Day 


6 


6 


A 


o 


1 7 


1 
X 


Child Written Message 


27 


14 


0 


Id 


A O 




Print Related to Objects 


14 


6 


7 


15 


18 


30 


Books Related to Objects 


13 


6 


1 


7 


17 


3 


Kinds of Books 


10 


11 


10 


13 


24 


9 


Kinds Recording Tools y 


16 


15 


25 


23 


36 


9 


Kinds Recording Material 


21 


14 


16 


20 


24 


4 


Kinds References 


13 


14 


19 


22 


27 


19 


Displayed Directions 


6 


7 


1 


4 


2 


10 


Sign-up/sigii-on charts 


7 


2 


10 


4 


8 


2 


Coaimunity Lang/Culture 


1 


1 


0 


1 


2 


4 



^Averages are rounded figures 

environments two groups of children used the environment daily, 
which could account for the larger number. (Class sizes shown on 
page 9 represent the number of children present at the time of The 
Inventory of Access and does not include the second kindergarten 
group.) The figure of 48 child-written messages shown for the 
1,2,3, level also stand out as markedly different from other 
multi-age classrooms. However, this data represents one environ- 
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rnent, with a double sized class group which may also affect 
apparent differences. 

In the following table, to examine some patterns by class 
size and environment size, as well as level of classrooms, the 
data has been averaged for groups of the same level and again for 
multi-age groups of single and of double class size and group 
size. 



AVERAGE* DLS IN EACH COUNTED CATEGORY 
IN GROUPS OF ENVIRONMENTS 





Med 


Cwm 


Pro 


Bro 


Kbk 


Krt 


Krm 


Krf 


Dir 


S/u 


Com 


AV 


























DLS 


Group?. 


























Kindergartens (4) 


6 


27 


14 


13 


10 


16 


21 


13 


6 


7 


1 


135 


First Grades (4) 


6 


14 


6 


6 


11 


15 


14 


14 


4 


2 


1 


97 


Second Grades (1) 


6 


4 


7 


1 


10 


25 


16 


19 


1 


10 


0 


99 


Multi-age 1,2 (6) 


6 


15 • 


15 


7 


13 


23 


20 


22 


4 


4 


1 


130 


Multi-age 1,2,3 (1) 


17 


48 


18 


17 


24 


36 


24 


27 


2 


8 


2 


233 


Multi-age 3,4 (1) 


1 


4 


27 


3 


9 


9 


4 


19 


10 


2 


4 


92 


Multi-age Single(5) 


5 


11 


18 


6 


9 


19 


15 


22 


5 


4 


1 


114 


Multi-age Double(3) 


9 


28 


15 


11 


23 


31 


25 


24 


3 


5 


2 


178 



♦Averages have been rounded 

The data show the average stimulus level (counted category 
total) for kindergartens about 1/3 higher than for self-contained 
grades 1 and 2. Multi-age levels 1,2 and 3,4 show a lower level 
than the 1,2,3 level. It important to remember, however, that the 
grade 2 and the 1,2,3, level data each represent just one environ- 
ment . 
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When the multi-age environments are grouped by single and 
double-sized classrooms, the data show more displayed literacy 
stimuli in the larger environments: it appears that more space 
provides more places to arrange literacy stimuli. The spatial 
organization table on page 9 shows an average of 7.7 areas 
containing empty display space in each double environment, 
compared to 3.4 in the single environments. The child-written 
message data reveals an additional source of the larger number of 
stimuli; displayed c h i 1 d -wr i t te n messages are encouraged by 
available d_isplay space. Children in the double classrooms have 
produced about 15% of displayed literacy stimuli, compared to 
about 9% in the single classroom raulti-age environments. 

The comparison between single and d o u b 1 e -c la ssr oom groups 
and spaces makes it interesting to look at patterns between the 
number of surveyed areas showing empty display space (see page 9) 
and the displayed literacy stimuli of each group. A summary is 
shown on the following page. 

The environments used by the largest numbers of children 
(kindergarten double-group and multi-age double-group) show more 
surveyed areas with display space than other groups. They also 
showed, on the average, more child-written messap ,P.. n,ore books 
related to objects , and more kinds of recording material. 

In comparison, the group of environments with the largest 
amount of s^ace (multi-age double space) show higher counts than 
all other groups in 5 categories. However, four of these higher- 
count categories (differen t kinds of books, different kin.1.. nf 
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recording toolS i different kinds of recording materials , d if f erent 

references ) describe both variety and distribution, and the count 

is affected by the number of areas surveyed. (See directions and 

definitions for The Survey in Appendix A, Part I.) The double- 

AVERAGE COUNTED CATEGORY TOTAL 
IN SINGLE AND DOUBLE-SIZED 
GROUPS AND SPACE 

Multi-age K,l,or2 Kdgn Multi-age 

Single Space Single Space Single Space Double Space 
Single Group Single Group Double Group Double Group 



CATEGORIES 



SURVEYED AREAS 


3.6 


5.6 


6.3 


6.3 


W/DISPLAY 










Message Current uay 


5.4 


6.2 


5.6 


9.3* 


Child Written Message 


11. A 


18.7 


35. 0# 


21.3 


Print Related to Objects 


18.2 


10.1 


15.3 


15.0 


Books Related to Objects 


5.6 


8.5 


13. 6# 


11.3 


Kinds of Books 


8.6 


11.0 


9.3 


22.6* 


Kinds Recording Tools 


18.8 


14.1 


16.3 


30.6* 


Kinds Recording Material 


15.6 


17.4 


24. 0# 


25.0* 


Kinds References 


21.6 


13.8 


10.0 


23.6* 


Displayed Directions 


5.0 


7.5 


6.0 


3.0 


Sign-up/sign-on charts 


A.O 


5.6 


6.6 


5.0 


Coram. Culture/Language 


1.0 


1.0 


1.3 


1.6 


COUNTED CATEGORY TOTAL 


114.2 


114.5 


114.5 


175.3 



# categories higher in all double-group environments 

* categories higher in all double-space environments 



space environments showed an average of 7.6 areas surveyed, while 
all single-space environments showed an average of 6.4. 
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Literacy Functions 

Groups of literacy stimuli have been identified as associated 

with particular functions of the literacy environment (Loughlin 

and Martin, 1987) : 

Functional Use Group : current day messages; displayed 
directions; sign-up sheets; different references; 
functional labels 

Child-i^enerated Group ; current child -written messages 

Communication Group ; child -written messages; display 
space; display tools; clearly legible displayed print 

Variety Group ; kinds of books; kinds of recording tools; 
kinds of recording materials; different references 

Content Group : print related to nearby objects; books 
related to nearby objects; community language/culture 
print 

Book Use Group : kinds of books; books related to nearby 
objects; books with cover displayed 

It is important to remember that three of the function groups 
include both counted and uncounted stimulus categories, but three 
do not, so the scores are not comparable. The uncounted stimuli 
totals are recorded in each area as 1, if present, or 0, if not 
present (see Appendix A, Part I) so the environment totals for 
these are dependent on the number of areas surveyed* Function 
scores can show whether a particular function is supported. Direct 
comparisons among function scores within an environment are not 
meaningful because of the combined data, although a rough compari- 
son of one environment to another can be made. 

The following table shows function scores in all environ- 
ments, from the smallest range of 7-A9 for book use scores to the 
wider range of AO-Ill for variety. Double-group classr ooms ( three 

20 



multi-age and three kindergarten) accounted for the single highest 

score for all six functions; a single double-space environment 

produced the highest scores for the functional, communication, 

variety, and book use groups. It is interesting to note that 

LITERACY STIMULUS FUNCTION SCORE 
IN SEVENTEEN ENVIRONMENTS 

Kl K2 K3 K4 Fl F2 F3 F4 SI Ml M2 M3 M4 f'lS M6 M7 M8 



FUNCTION GROUP 



Functional 


44 


11 


51 


47 


32 


40 


21 


39 


43 


54 


47 


32 


40 


42 


40 


64 


37 


Ch. Written 


49 


8 


3 


48 


4 


6 


13 


34 


4 


11 


14 


15 


20 


7 


22 


48 


4 


Communication 


65 


22 


22 


67 


15 


20 


29 


48 


19 


22 


36 


35 


31 


17 


48 


73 


15 


Variety 


96 


27 


62 


56 


40 


57 


57 


68 


70 


80 


101 


76 


67 


54 


94 


111 


41 


Content 


36 


5 


25 


50 


8 


23 


7 


16 


8 


16 


22 


9 


35 


30 


25 


37 


34 


Book Use 


38 


7 


32 


40 


13 


30 


19 


30 


14 


17 


36 


17 


28 


15 


41 


49 


15 



// 
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when the three highest scores for each function are identified, 
they are found in just six classrooms. All except one of those 
eighteen scores occur within kindergarten or multi-age groups; 
this may reflect teacher style or program style, but data on 
these are not available. 

The function scores do not seem to show a pattern in terms of 
grade level; however the number of students using the environment 
and the physical size of the environment may be connected with 
those scores. Double-group environments produced sixteen of the 
eighteen scores representing the three highest environments on 
each function. The apparent pattern of double-space environments 

21 



showing the highest level of support for five of the six functions 
depends on data from a single classroom, which also has the 
highest Counted Category Total on The Survey. This may reflect 
other program characteristics or the teachers' "organization for 
special purposes" (Loughlin and Suina, 1982; Loughlin and Martin, 
1987) as much as it reflects the double space. 

FINDINGS: ACCESS TO DISPLAYED LITERACY 
The access data was obtained through The Inventory of 
Access; Displayed Literacy Stimuli , by two researchers who spent 
a full day in the subject-classroom, conducting continuous group 
scans (looking at each child in turn) and recording which display- 
ed literacy stimuli identified in Stage I were used. Because the 
team alternated, one member completing a scan and the other 
immediately beginning the next, there was also time for more 
open-ended observation between scans. Data gathering procedures 
for the study had not called for the open observations, so at 
first team members exchanged information only with each other. 
As the study progressed, and the teams met together to exchange 
information about their experiences, it became evident that a full 
day in the classroom offered more insights about children's access 
to displayed literacy than was available from The Inventory, alone. 
Information from discussion notes and comments on the inventory 
records has contributed to the findings presented here. 
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Access Data 

Access is operationally defined as the extent to which 
children use displayed literacy stimuli. The Inventory of Access 
provides a running record of the surveyed materials being used by 
children in the environment throughout one school day. Complete 
use and access data for all environments can be found in Appendix 
A of Part II. 



BASIC ACCESS DATA FOR SEVENTEEN ENVIRONMENTS 



Survey Access Access Class Env*t DLS cat. DLS cat. 
Score Score Rank * Size # Space present Used 



K-l 


202 


.37 


13 


19 


single 


13 


11 


K-2 


45 


.15 


17 


15 


single 


13 


6 


K-3 


113 


.49 


7 


22 


single 


13 


8 


K-4 


183 


.35 


14 


21 


single 


14 


8 


F-1 


64 


.18 


16 


20 


single 


14 


9 


F-2 


102 


.48 


8 


21 


single 


13 


9 


F-3 


89 


.40 


11 


22 


single 


13 


10 


F-4 


134 


.69 


2 


19 


single 


14 


9 


S-1 


99 


.61 


5 


19 


single 


13 


10 


M-1 


128 


.56 


6 


20 


single 


13 


11 


M-2 


146 


.69 


2 


39 


double 


13 


10 


M-3 


112 


.46 


9 


20 


single 


13 


11 


M-A 


133 


.35 


14 


19 


single 


13 


9 


M-5 


106 


.38 


12 


20 


single 


14 


11 


M-6 


157 


1.24 


1 


32 


double 


14 


12 


M-7 


223 


.66 


4 


43 


double 


14 


12 


M-8 


92 


.43 


10 


23 


single 


14 


9 



♦Environments with the same access/child score are assigned the same rank. 
#The number of children present on the day The Inventory of Access was used* 
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The index used to determine Access with the instrument is 
ordinarily The Number of Uses per Scan; however because o£ the 
wide differences in class size among the seventeen environments, 
the index used for this study was Access per Child (number of 
uses per scan divided by the number of children present.) The 
preceding table presents basic access data for all environments, 
and includes the score from Th. gnrvev of Displayed Literacy for 
each . 

The access/child scores range from a low of .15 to a high of 
1.24 and can be used to rank the environments in terms of access 
to displayed literacy. The rankings show all three double-sized 
classrooms (which are also multi-age classrooms) and a single- 
sized first grade among the four highest ranks, while the lowest 
ranks include kindergarten, first grade, and multi-age environ- 
ments . 

Categories of Literacy Stimulus Used 

Fourteen oossible categories of displayed literacy stimuli 
can be identified through The Inventory (three of the counted 
and uncounted Survey categories are collapsed into one for this 
instrument). The data shows seven environments (one kindergarten 
two first grades, and four multi-age) in which each category is 
represented. All others show thirteen categories present. 

When the number of categories present is compared with the 
number of categories recorded in use, however, the environments 
look somewhat different. There were no environments where all 
categories present were observed in use on the day of the access 
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observations, and the gap between stimuli present and those in 
use ranges from 2 to 7 unused categories. 

As the preceding table shows, neither the number of catego- 
ries present, nor the number of unused categories necessarily 
followed the environment's ranking on access/child. The six 
environments showing all fourteen categories present ranked 1st, 
2nd, 4th, 10th, 14th, and 16th; and the five environments where 
all except two categories were recorded in use varied in access, 
ranking as 1st, 4th, 6th, 9th, and 13th. 

Schedules, Transitions, and Se If -Se 1 e c t io n 

The narrative data from the days of the access observations 
offer some insight to this gap. For instance, in the environment 
showing the lowest access level, the classroom teacher was 
unexpectedly absents The classroom day, which ordinarily provided 
large time blocks of self-selection and open-ended activities, was 
changed to meet the teaching style of the substitute, who actively 
prevented children from gaining access to the environment's 
provisions, including most of the literacy stimuli. The observers 
thought the 72 uses of 6 categories of displayed literacy stimuli 
recorded on the inventory were a tribute to the persistance of 
the children in responding to literacy stimuli. 

The persistance of children's interest in literacy and their 
response to displayed literacy stimuli was observed in other 
settings, also. The the externally determined schedule (i.e. 
leaving the environment for scheduled classes, having special 
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short, discrete time blocks (15 -40 minutes) even when teachers 
would have chosen otherwise. As a result, many obligations for 
teacher assigned or directed activity occurred during the time 
segments in the environment, keeping children away from the 
environment's provisions. However, such schedules also provided a 
large number of transitions, when children made rapid use of the 
literacy stimuli. One observer described children "running for the 
literacy materials, as though they had to use them quickly, while 
there was a chance." A weekly schedule of external events for a 
single-sized classroom in such a school shows: 

Library: Monday and Thursday, 1:30-2:00 

Music: Thursday, 10:00-10:30 

P.E.: Monday and Friday, 11:05-11:35 

Spanish: Monday and Wednesday, 9:20-9:40 

Counselor: Tuesday, 9:15-9:25 

Computer Room: Tuesday and Friday, 10:50-11:20 

Thursday, 9: 15-9:45 

Recess: Daily, 10:30-10:45 

Lunch: Daily, 11 :35-12:30 

The teacher in this classroom worked to arrange time for child- 
ren's access to the environment's literacy stimuli; the inventory 
data shows 219 uses during the day's observation, although the 
environment ranked fourteenth in access, with a score of .35 for 
access/ child. 

On the other hand, there were environments where teachers 
were less constrained by external schedules, and were able to 
arrange long time blocks several days each week, with much less 
external scheduling. A half-day kindergarten schedule (displayed 
and used as a liter \cy stimulus) provides a good example: 
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external scheduling. A half-day kindergarten schedule (displayed 

and used as a literacy stimulus) provides a good example: 

Morning Message and Group Time 

Committees 

Recess 

Story time 

Self-Selection 

Clean-Up 

Group Time 

Lunch 

Home 

Transitions are fewer with a schedule like this, and observers in 
several classrooms of this style reported that children seemed to 
move into new locations and activities without any teacher 
announcements (the observers were sometimes unaware of transitions 
until the children were almost though them). Uses of displayed 
literacy stimuli occurred through the day, as well as during 
transitions . 

Self -select ion time blocks occurred in all of the kindergar- 
ten environments and in several of the primary classrooms. The 
displayed literacy stimuli appeared to receive considerable use 
during self -selection , when children were free to make use of the 
environment's resources for self directed activities. When the 
data is examined to compare the proportion of scans which included 
self -selection and transitions to the number of uses which 
occurred within self-selection and transitions, some interesting 
patterns occur. Tr-^nsitions occur in all environments, and 
self-selection in a much larger proportion of this group of 
high-literacy classrooms than would be seen in randomly selected 
kindergarten-primary classrooms. 
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The following table page shows 29% of recorded uses in 
all environments occurring during transitions, somewhat higher 
than the 26% of the scans in transitions would suggest. In 
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- Data not available 



five environments, the percentage of uses during trnnsitlons was 

greater than the percentage of scans during transitions. Two of 

t:ho:;e environments, and three others as well, show a higher 

28 



proportion during self -selection than the percentage of scans in 
self-selection would suggest* 
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and Access Data in Appendix A of Part II show a range of uses of 
those three categories among individual environments. Recording 
tool use ranged from 5 to 203, book use from 10 to 122, and 
recording material use from 1 to 144. 

The highest frequency of use for each of these three catego- 
ries occurred in a single environment; in this classroom the 
schedule consisted of short, discrete time segments with many 
externally scheduled events, as shown on page 26. Observers in 
this and other environments with similar schedules noted that when 
recording tools and materials were displayed in areas, those 
displayed materials were used in teacher assigned activities, as 
were references, but were then functioning as a support rather 
than a stimulus for literacy activities. 

Books, on the other hand t appeared to stimulate their own 
use, especially when displayed with related objects and wi^. h 
covers showing. Some teachers whose external schedules demanded 
assigned activities while children were in the environment 
arranged to incorporate a variety of books, and offered choice in 
these and other literacy materials within those activities. 

The lowest use frequencies are found in the categories of 
cofTimunity cul ture/lan^ua^e print or books , display space , and 
display tools . Observers commented on the number of individual 
child -written messages identified durii\g Stage I, yet the display 
tools and display space used to displi^y those individual messages 
ranked 12th and 13th in frequency of use. The child-written 
mossa^{es ranked 5th in frequency of use, and was markedly lower 
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(with a frequency of 166) than the third ranking recording 
materials (987) . 

The data shows no uses of any community culture /lanRuage 
materials, a category which also showed the lowest count in the 
Survey of Stage I. This finding is quite different from those of 
a previous study with ear^.ier versions of the Survey and Inventory 
instruments. Obse r ^' it ions of that study (which occurred in a 
fairly homogeneous rural minority community) had shown enough uses 
of such materials that it seemed necessary to add the category to 
both Survey and Inventory. 

Furtive Literacy 

Observers noted many furtive uses of books in some environ- 
ments at times when it was not a legitimate activity. Children 
were often seen handling or leafing through books from a nearby 
rack during large-group sessions; they were sometimes scolded for 
this. In one environment, each child had just chosen and been 
given a book to keep when a special teacher, not knowing this, 
came in and insisted on empty hands and complete attention to a 
long set of directions. Children stroked the books in their desks, 
pulled them onto their laps, tried to show pages to one another. 
Despite frequent reprimands, the books were used, hidden frorii the 
teacher, throughout the lesson. 

Recording tools and materials wore seen being used in furtive 
literacy activity. Children wrote and sent notes, collected 
names, wrote messages to lake home. There is no counted data on 
furtive u'au3 of literacy stimuli; however much of it was seen in 
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environments with lioaited time for self -directed work. It tended 
to involve books, recording tools and recording materials; and a 
large proportion of it was social (directed toward or carried out 
with peers ) • 

Literacy Stimuli and Social Interaction 

The data on the social context for uses of displayed literacy 
stimuli is incomplete, but the limited records are interesting. 
Observers^ informal comments noted many uses of displayed literacy 
stimuli in social settings with peers; "Sustained Silent Reading" 
appeared social rather than silent, collaboration was a frequent 
part of the use of recording tools and materials, and children 
read schedule and other daily information to each other. 

However the available data from the inventory records do not 
reflect peer settings as the norm. The table on the following 
page shows more uses occurring with no social interaction, 
followed by the combined peer interaction settings (1072 uses with 
peer interaction), and uses with teacher interaction least 
frequently recorded. Further data on individual environments, 
showing categories of stimuli and the social settings of their 
specific use might clarify this mixed data, but it is not avail- 
able at this time. 

The access findings are complex. With the instrument 
classrooms can be ranked by their access .scores, but the unstruc*- 
tured observations of the researchers appear to provide somewhat 
different inf or raatioti . The oboervcrs do not suggest the acceas 
d B t a cofjp 1 'J t e 1 y contradict t lie i n f o riua 1 o b s e r v a t i o n i3 ; they d u 



imply that there are several dimensions of access, and not 
them are reflected in the access picture of the inventory. 
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Peer Interaction [1072] 

Tchr: with teacher Child'n: with more than one child 

Child: with one child Nsi: no social interaction 



For the current study, however, the acces:;/child scores and the 
rankings related to them, will be used to distinguish between the 
high access ^;roup (the four highest ranked en v i r onnc n t s ) and a 
moderate access group (the four lowest ranked environments). The 
terra moderate is used because none of the lmiv i r unraent s studied 



appear to be low in access, when compared to classrooms in 



general , 



FINDINGS: LITERACY BEHAVIORS 



The definitions of the six literacy behaviors recorded on th 
Matrix record were: 

Writing - the act of recording messages in some form 
using some kind of recording tool and material; the act 
may range from recording a check mark on a graph to 
writing an essay, 

Reading - the act of visually attending to print or 
symbols with or without vocalization; tlie act may range 
from fixating on whole texts or upon shortened temporary 
messages, signs, letters, pictures, but the materials 
must be within 5 feet of the child. 
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with other literacy materials. 

Each of the literacy behaviors above is further coded as assigned 

or optional, as defined below: 

Assigned - the beh avior is required within an activity 
and musl be dnnc nt a particular time designated by the 
t e a c li e r . 

Opt i onn ] - t h o behavior ic chosen by the child, even if 
the ar. t. ivity is assigned by the tfachLT; any of the 
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Two additional behavior categories account for behaviors 



not categorized as literacy behavior: 

No Literacy Action - acts not handling a literacy 
material or visually attending to a literacy material; 
this includes standing and waiting for a turn, sitting 
idle, hiding, resting, whistling, talking in the 
absence of contact with literacy materials, gazing at 
the teacher or peers more than 5 feet away, looking 
into another room or out a window. 

Not Located - the child is present but not visible to 
the observer during the spot observation period, or 
has left the environment. 

Literacy Behaviors for All Subjects 
Literacy behavior data for four or more days are available 
for 140 subjects in grades K-3. (Subject characteristics are des- 
cribed on page 5.) Examination of the data, rumraarized below, 
shows interesting patterns related to the question: What kinds of 
optional and assigned literacy ehaviors are used by children in 
high literacy environments? 

Behaviors were recorded with the Literacy Observation Matrix 
at five-second intervals, for five minutes daily for all sub- 
jects. They were recorded during different segments of the school 
day and different days of the school week, so all regularly 
scheduled events were included in the observations. 

LITERACY AND NON-LITERACY BEHAVIORS FOR 140 SUBJECTS 

Frequency % of behaviors * 
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Approximately 63% of all recorded behaviors were literacy 
behaviors, the remaining entries recorded as NL (not located) or 
NA (no literacy action.) 

The subjects in this group of seventeen high level literacy 
environments were most often observed manipulating (26.4% of 
literacy behaviors), with observing (25%) the second most common 
literacy behavior and writing (19.9%) the third, as shown below. 

LITERACY BEHAVIORS FOR 140 SUBJECTS 

Write Read Manip Obs Disc Scan T.Lit NA NL Total 

All 5351 4280 7089 6706 2813 572 26811 15044 379 42234 

Optional 1055 1585 - 2552 2363 2042 388 9985 

Assigned 4296 2695 4537 4343 771 184 16826 



Reading (15.9%), d i sc u s s i ng ( 10 . 4% ) , and scanning (02,1%) were 
recorded as the fourth, fifth and sixth roost frequent, in that 
order. Ranking of the literacy behaviors is shown on the follow- 
ing page. 

Optional and Assigned Literacy Behaviors 

When optional and assigned behaviors are examined separate- 
ly, the rankings are consistent on four of the five literacy 
behaviors. In both optional or assigned categories, manipulating 
was the most recorded behavior, and ranked the same way when 
uptioncil and assigned behaviors were combined- The same rela- 



tionship exists within the data on f bser ving (ranked third), 
reading (ranked fourth) and scanning (ranked sixth). 
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* percentages have been rounded 

Although several iteracy behaviors show the sarae rank for 
optional and assigned behaviors, the relative proportions of each 
in relation to all literacy behaviors are different as shown in 
the table above. 

Approximately 37% of all recorded literacy behaviors were 
optional, while the other 63% were recorded as assigned. The 
data for each literacy behavior shows some differences between 
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the patterns of c h i Id -i n i t ia t e d literacy and 
teachers, in the proportion of each behavior 
and that is assigned (shown below). 



those assigned by 
that is optional 



PROPORTION OF OPTIONAL AND ASSIGNED CATEGORIES 
FOR EACH LITERACY BEHAVIOR* 



Assigned Optional 

Writing 80 % 20 % 

Reading 63 % 37 % 

Manipulating 64 % 36 % 

Observing 65 % 35 % 

Discussing 27 % 73 % 

Scanning 32 % 68 % 

All Literacy 63 % 37 % 

* percentages have been rounded 



Teachers assigned o.ver half of the writing, reading, manipulat- 
ing, and observing behaviors, but children initiated over half 
of the discussing and scanning behaviors. The informal observa- 
tion notes offer some descriptions of the classroom events 
associated with assigned and optional behaviors, and with 
behaviors recorded as NA. 

Assigned writing behaviors occurred as children completed 
teacher designed activities, both formal and informal. For 
example, completing exercise pages in spelling workbooks, 
practicing handwriting, writing in journals, writing teacher- 
titled stories, reporting findings from a nature walk, recor- 
ding guinea pig behavior, presenting a small group^s plan for a 
class event in writing. Optional writing behaviors were seen 
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during self -selection , in classrooms where there were recording 
tools and materials widely distributed (i,e, writing names in an 
"appointment book" in a dramatic play area, making "grocery" 
lists, writing stories like a friend's, co-authoring). Children 
responded in writing on sign-on charts asking for opinions, used 
sign-ons to start a club, made lists of favorite books or 
favorite people and wrote notes to teachers and each other. 

Assigned reading behaviors often occurred within the same 
activities as assigned writing, in which children read directions 
and task cards prior to assigned writing. Children also read 
recipes in teacher planned small group cooking activities, read 
from basal readers to the teacher, read trade books during 
"Sustained Silent Reading", looked up spelling words in a 
dictionary in order to write definitions, read morning messages 
aloud together. Optional reading behaviors were seen within 

both assigned and chosen activities; for example during a social 
studies activity children solved a dispute about Guatemala by 
reading a passage in a book; three children using a graphics 
computer program read the teacher-written manual aloud to each 
other to find out how to save their design. In other contexts 
children read schedules, menus, group lists, instructions for 
operation of projectors, sign -on lists in order to find out 
something they needed to know. They read trade books, parts of 
textbooks, other children's writings (displayed and in journals) 
and they read their mail from inter-classroom postal systems. 
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Assii^aed manipulating^ behaviors occurred when children began 
their work - turning pages, preparing the paper or booklet they 
would write on. They also cut out sentence strips, cut shapes on 
which they had written, located personal journals by sorting 
through a pile of labeled folders, sorted vocabulary cards, 
selected colored marking pens to write or illustrate a required 
piece of writing. Optional manipulating behaviors were observed 
within assigned activities when children had a choice of form or 
materials for required products: making books, folding paper, 
cutting special shapes to write upon. Manipulating behaviors in 
children's chosen activities resembled those within aosignraents. 

Assigned observing occurred during whole-group sessions, as 
teachers read stories and children observed, teachers deraon- 
strated handwriting, teachers pointed out entries on posted 
schedules and read them aloud. The behaviors also were seen 
when teachers worked with individuals or small groups iu reading 
or writing activities, as the teacher showed something or read 
aloud from a page as children observed. Optional observing 
appeared to be quite different than assigned. While teachers 
assigned children to watch an adult, and children sometimes 
chose to observe adults reading, they were more likely to 
observe each other work. They looked closely at the words 
forming on a page, or an illustration and caption being created. 
They observed others' literacy activity to look for ideas, 
express interest in what was being done, or find out procedures 
for their work or activities, and they observed others reading. 
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Assigned discussing was associated with teacher directed 
large group talking sessions, teacher individual or group 
instruction (when children might ba asked to discuss something 
just read) and in small group, complex, cooperative activities. 
Discussions in these settings revolved around task cards and 
other directions, information read from books or charts, writing 
of summaries or other group products. Optional discussing^ was 
seen in both assigned and chosen c om p o s i t i o n /wr i t i n g activities, 
as children read and discussed each other's work, or consulted 
about conventions of print. They also discussed book selection, 
contents and illustrations. 
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in a reading group waits silently as one person finds the page. 
In some environments transitions can show many NA entries, yet in 
others (depending on environmental literacy stimuli) children 
show literacy behaviors while lining up, getting ready, ^'aiting a 
turn. At times children choose activities which do not involve 
literacy, such as mixing paint, making puppets, constructing with 
blocks (although a surprising number of children do incorporate 
literacy into these activities.) 

The matrix data do not include :' rmation about the social 
settings of literacy activities; however the informal observa- 
tions underscore the social nature of children's literacy 
activity. Optional literacy behaviors were frequently done in 
collaboration or in companionship with another child. Whenever 
possible the same social qualities were brought to assigned 
literacy behaviors; on a number of occasions the social behavior 
was not acceptable within the house rules for a particular 
activity, and children were reprimanded. 

Literacy Behaviors for Full-Data Subjects 
In order to examine the literacy behaviors of full-data 
subjects in different environments, the data has been expressed 
as behavior s-per-child because of the differences in nu.ober of 
subjects in each classroom. Full data subjects are those for 
whom there are five full days of literacy behavior records from 
the Literacy Observation Matrix. 

The amount of total literacy per child (see Appendix A, Part 
II for complete data) is quite varied among the environraen ts , 
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ranging from a low of 29.60, to a high of 237.78. The figures 
represent a total of 25 minutes of observation records for each 
child; at the least they describe about one literacy behavior 
per minute, or at the highest raore than nine. The amount of 
optional and assigned literacy also shows a wide range; the 
environments show from 5.80 to 117.75 optional behaviors per 
child, and from 14.80 to 200.89 assigned literacy behaviors. 

Behaviors in High and Moderate Access Settings 

One of the purposes of chis study is to describe children's 
literacy behaviors in high-level literacy environments with 
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The envir 


onroe n 


ts of 


this study 


are high 


in 


literacy and also 


high in access 


, in 


c ora pa 


rison with a 


majority 


of 


elementary 


classrooms; so 


the 


group 


a t the uppe 


r end of 


the 


range have been 


labeled "high" 


and 


those 


at the lowe 


r end of 


the 


range "moderate" 


in the followi 


ng di 


scuss 


ion . 









All behavior data from the four environments with the 
highest rank in access/child have been combined, then averaged 
per child for the high access group, and again for the moderate 
access group. The following table show? the high access group 
with a somewhat higher number of literacy behaviors per child 
than the moderate access group; the reverse is shown for 
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non-literacy behaviors recorded for the groups, with the moderate 
group showing " higher number. 



LITKRACY AND NON-LITERACY BEHAVIORS FOR FULL- DATA SUBJECTS 
IN HIGH AND MODERATE ACCESS ENVIRON^'lENTS 
(BEHAVIORS PER CHILD) 

n Acc. /Child Literacy Non-Lit Assigned Optional 

High 



Group 



4 


1.24 


201.2 


97.0 


83.5 


117.7 


5 


.69 


180.3 


114.2 


101.2 


79.7 


7 


.69 


181.6 


113.9 


94.0 


85.5 


14 


.66 


177.3 


119.9 


69.8 


107.4 


30 




188.1 


118.3 


85.9 


102.2 



Hoderai e 



8 


.35 


104.7 


176.0 


40.6 


64.1 


8 


.35 


224.7 


670.1 


111.4 


113.4 


6 


.18 


210.5 


79.0 


146.8 


63.7 


A 


.15 


148.0 


218.0 


74.0 


74.0 


26 




172.7 


127.6 


92.0 


80.7 



Assigned and optional behaviors recorded in each of the 
groups show differences within, as well as differences between the 
groups. The following table shows individual high access settings 
most different in assigned observing^ , and most alike in assigned 
scanning . In moderate environments the greatest range is in total 
writing , the smallest in assigned scanning . 

When the data are examined for the groups of environments, 
there are differences in general literacy behaviors per child 
(total behaviors for each category) for Iho combined groups. 



LITERACY BEHAVIORS-PER-CHILD IN HIGH AND 
MODERATE ACCESS LNVIRONMENTS 
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46,25 


0.75 


47.00 


23.25 


17.25 


40.50 


14.00 


50.25 


64.25 


YU 


5 


18.33 


2.00 


20.33 


5.83 


33.00 


38.83 


9.33 


19.83 


29.17 


M-2 


7 


24. 29 


3 no 


27. 29 


5 43 


?4 86 


?0 ?Q 


Q ?Q 


91 4*^ 


. / JL 


M-7 


U 


29.64 


20.86 


50.50 


16.79 


15.21 


32.00 


9.86 


20.71 


30.57 


Group 


30 


29.33 


10.93 


40.26 


13.36 


21.80 


35.16 


10.55 


25.30 


35.80 


Moderate 






















K-A 


8 


6.25 


2.75 


9.00 


2.25 


14.38 


16.63 


8.75 


6.75 


15.50 


M-4 


8 


33.88 


25.38 


59.25 


6.75 


12.75 


19.50 


25.13 


29.63 


54.75 


F-1 


6 


25.83 


6.67 


32.50 


18.67 


5.33 


24.00 


27.00 


21.83 


48.83 


K-2 


> 


0.10 


3.20 


3.30 


3.55 


1.55 


4.90 


3.35 


5.95 


9.30 


Group 


26 


18.38 


12.65 


31.03 


9.80 


10.61 


20.42 


19.23 


20.23 


40.03 



High 


ObsA 


ObsO 


ObsT 


DisA 


DisO 


DisT 


ScA 


ScO 


ScT 


M-6 
F-4 
M-2 
M-7 


0.00 
66 . 1 7 
52.43 
10.64 


42.25 
17.33 
17.86 
15.79 


42.25 
83.50 
70.29 
26.43 


0.00 
0.50 
2.57 
2.93 


7.00 
6.33 
20.29 
32.36 


7.00 
6.83 
22.86 
35.29 


0.00 
1.00 

n.oo 
u.oo 


0.25 
1.17 
0.14 

2,50 


0.25 
2.17 
0.14 
2.50 


Group 


30.43 


20.63 


51.06 


2.06 


22.03 


24.10 


0.20 


1.46 


1.66 


Moderate 




















K-4 
M-4 
F-1 
K-2 


23.63 
34.25 
67.67 
2.00 


23.63 
24.25 
7.67 
3.45 


43.13 
58.50 
75.33 
5.45 


3.88 
9.38 
6.67 
1.05 


8.75 
18.00 
16.83 

0.85 


12.63 
27.38 
23.50 
1.90 


0.00 
2.00 
1.00 
0.00 


7.88 
3.38 
5.33 
0.00 


7.88 
5.30 
6.33 
0.00 


Group 


33.69 


19.15 


52.84 


6.42 


12.76 


19.19 


0.84 


4.69 


5.50 
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GENERAL LITERACY BEHAVIORS PER CHILD IS k HIGH ACCESS 
AND h MODERATE ACCESS ENVIRON'MENTS 

N Write Read Manipulate Observe Discuss Scan 

High 30 AO. 26 35.16 35.80 51.06 24.10 1.66 
Moderate 26 31.03 20.42 40„03 52. 8A 19.19 5.50 



* 



Higher pcr-child frequencies are highlighted for each behavior 

In general, subjecto "In high access o n v i r o n rac n t a were seen 
writing, reading, and discusying -.iore ttian those in faodcrate 
access environments. On the other hand, children in moderate 
access settings were observed manipulating, observing and scanning 
nor^- th;in thono in high access rooms. The pattern bccorac", clearer 
when the specific assigned and optional behuviurs are examined. 

ASSIGN'ED AND OKFIONAL LITERACY BEHAVIOP;' PER CHILD 
IN FOUR HIGH ACCESS SETIINGS 
AND FOUR MODERATE ACCESS SETFINGS 

N/5 WrA WrO RdA RdO MnA MnO 

High 30 29.33 10.93 13.36 21.80 10.55 25.30 

Moderate 26 18.38 12.65 9.80 10.61 19.23 20.23 



ERIC 



ObnA ObsO DisA DisO ScA ScO 

High 30.43 20.63 2.06 22.03 0.20 1.46 

Moderate 33.69 19.15 6.42 12.76 0.8/* 4.69 

* Higher per-child frequencies highlighted for each behavior 
The high access settings show i.ore subject behaviors in 
two assigned categories (ansipnc d writing , assigned reading ) and 
four optional categories ( optional reading , op tional man lpula- 
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t i np; , optional observinp, , and optional discussing, .) The moderate 
access subjects demonstrated more behaviors in four assigned 
categories ( assigned manipulating , assir,ned observing , assigned 
d i scussin , and assigned scanning ) and in two optional ( optional 
wr it ing t and optional scanning * ) The latter data seem consistent 
with some of the findings in Stage II, (discussed on pages 26 and 
30) related to e n v i r o n nic* n t s with segmented, externally determined 
schedules, characteristic of three of the four moderate access 
settin[;s. Tirae in the environment tended to be used for teacher 
du terrain ed purposes, with a high proportion of assigned activi- 
ties, 

Stioiulus Level, Access, and Literacy Behaviors 
Numerical and narrative data have been examined to si'ek 
commonalities and patterns within each stage of the study, so the 
literacy level, the access, and the children's literacy behaviors 
in the subject-classrooms could be described. The numerical data 
from stages I, II, and III can also be reviewed together; they can 
be cxarainod for tentative ansnciations among stimulur? level, 
access and literacy behaviors to guide subsequent studies, A full 
summary table for this can be found in Appendix A of Par^ II. 
The summary table on the following page shows each environment's 
ranking in the group on the literacy stimuli, access, and per- 
child literacy behaviors. The table also shows the percentages of 
assigned and optional literacy behaviors which were recorded in 
each environment. 



RANKS ON STIMULUS LEVEL, ACCESS, AND TOTAL LITERACY 
AND PERCENTAGES OF ASSIGNED AND OPTIONAL 
LITERACY BEHAVIORS PER CHILD 

F.nviron.ent's Rank 7, of Total Literacy 

Stimulus Per-Child Assigned Optional 

Level Access Literacy 



Room 












K-1 

Y.-2 


2 
17 


13 
17 


11 

16 


A0% 
507, 


60% * 

50% 


K-3 ft 


y 

3 


7 
lA 


14 


39X 


61% * 


F-1 
F-2 
F-3 
F~A 


16 
12 
15 
6 


16 
8 

^ 1 
2 


4 

15 
6 
8 


70% 
93% 
7 5% 
56% 


30% 
7% 
2 5% 
44% 


S-l 


13 


s 


10 


72% 


2R% 


M-1 
H-2 
M-3 
M--4 
H-5 
M-6 
H-7 
H-8 


8 
5 

10 
7 

11 
it 
1 

U 


0 
2 

9 

12 
1 

10 


12 
7 

13 
2 
3 
5 
9 
1 


71% 
53% 
/♦7% 
50% 
9A% 
Al% 
39% 
82% 


2 9% 
' 47% 
5 3% * 
50% 
6% 
59% * 
61% 
18% 



*^re than 50% of literacy behaviors are optional 
tl no full-data subjects 
% rounded percentages 



Ranking Patterns 

As the table indicates, five environments show more than 
half of recorded literacy behaviors as optional; of these, two 
(M-3, H-6) show 9ome consistency across their rankings, falling 
within a 5 rank range on t' e three characteristic, of stimulus 
level, access, and literacy per-chi^d (M-3 in lower middle ranka 
nnd H-6 higher). The remaining thveu of these five euvironmont. 
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show a alxed pu*Mein, consistently ranked on l:wo characteristics, 
and markedly different on a third. The ranking patterns for these 
three are not alike. One (M-5). ranks high in total literacy per 
child, but low for stimulus level and access; the others (K-l,K-4) 
fall in high ranks for stimulus level, but lower on access and 
total literacy . 

There is c o n s i. s t e n c y in ranking-; across t: h e characteristics 
of stimulus level, access, and literacy per child for few environ- 
nents. As the table shows, a particular rank for literacy stiuuli 
is not necessarily associated with a sinilar rank for access or 
for literacy behaviors per-child. However, where consistency does 
appCt'iT, it is found at the hi[;!if.v;. t l^^v^,?l5^ or t"ho lowont le7olr>. 

Stimulus Level Ranks 

Four environments highest in literacy stimulus level also 
show more than half of the literacy behaviors as optional. Three 
environments ranked low in literacy stimuli, at the 14th, 15th, 
and 16th rinks show considerably raore assigned than optional 
literacy behaviors, but the 17th ranked classrooii showed 5 0/J of 
each • 

Access Rankings 

Environments quite low in access rank are not alike in the 
form (optional or assigned) of literacy behavior which is higher. 
The single lowest access environment showed 50^ optional and 
assigned, while the next in rank showed 30% optional and 70% 
a s ^1 i g n u d • The highest access settings also vary; the highest 
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access envlroameni showed over half of literacy behaviors op- 
tional, while neither of the rooms which shared the second rank 
showed as much as 50% optional. 

Literacy per Child Rankings 

The rankings on literacy por child in relation to the 
proportion of optional and assigned literacy are interesting. 
Within the eight environments rankin--. in the upper hal f of the 
group, f;ix. t,i,ow inorr- ;i:;si|^iuMj thati optional literacy behavior, 
and one shows half- The environment which ranks 5th shows more 
optional behavior; it also ranks high (1st and 4th) in literacy 
stimulus and access. Most of the higher ranking in literacy per 
child appear in settings wlierc^ teacher- assigned the raaj^rity of 
literacy behavioral, but there is one exception to this (M-6), 

In the lower hal f of the group four environments show more 
optional than assigned; however three show more assigned behavior 
and one shows optional and assigned evenly divided, Low^ir ranking 
in behaviors per child doesn't necessarily reflect particular 
proportions of assigned and optional beh:iviors. 

Grade Level Patterns 

Five multi-age and kindergarten environaents (each housing 
double groups) account for all settings with nore optional than 
assigned behaviors. Four of these were in the highest ranks on 
literacy stimulus and one was in the middle ranks; the two 
kindergartens, however, were in lower ranks. 
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First and second grade classrooms (all single group environ- 
ments) showed no consistent patterns in rankings and proportion 
of literacy behaviors, except that all showed more assigned than 
optional literacy* 

CONCLUSIONS 

The basic purposes of this study are to describe high level 
literacy e n v i r o nrae n t s ; and to describe the optional and assigned 
literacy behaviors of children in settings with high stimulus 
levels, but with different levels of access. The conclusions 
presented here offer sorne generalized descriptions of high-level 
literacy cnv ir onm^jnts and children's uses of literacy, as we have 
seen them in the seventeen ki n d e r gar t en -p r imar y classrooms of this 
study. The beginning assumption, that the classrooms to be 
studied present literacy e n v i r o nroe n t s with high stimulus levels, 
rel.^tive to dassroons in gericral, is also basic to the conclu- 
sions . 

Literacy Environments 

What do literacy environments provide to stimulate ch ildren's 
s pontaneous uses of literacy? 

Patterns of spatial organization and provisioning are 
distinctive in the literacy environments. All are subdivided into 
eight or more clearly defined areas for children's activity. They 
are fully provisioned with literacy materials, which are widely 
distributed. Much of the print in the environment is child-pro- 
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duced; child written messages are the second most plentiful 
literacy stimuli in the environment, after recording tools. A 
variety of recording tools and materials, references and books are 
visible and within children's reach in every area; and most areas 
also offer display space for children's use. 

The larger environments (double-sized) display more daily 
information in print and offer a wider distribution of books, 
references, recording tools and materials than smaller rooms; 
they also have more spatial subdivisions in which to display them. 
In environments which house the most c h i 1 d r e n , ( two- ses s io n 
kindergartens, double multi-age rooms) children produce more 
displayed literacy than in classrooms housing fewer children; this 
increases the literacy stimulus level of the environment. 

It: takei. an overall high level of literacy stimuli to 
support several literacy functions well (functional use, book 
use, communication, content, child writing, variety). The lower 
the stimulus level, the fewer functions which can be effectively 
supported. Children in environments which best support the 
content function tend to engage in more spontaneous literacy than 
other children. 

Access to the Literacy Environment 
What access do children have to the materials and arrange- 
ments of the literacy environment? 

We have seen that children in the environments showing the 
highest levels of access engage in more voluntary (optional) 
literacy than children in settings with lower .:<ccess levels* 
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Teachers provide access to displayed literacy stimuli 
throughout the day in many environments; children gain access on 
their own in other settings. Children gain access through furtive 
literacy activity, by rapid use of materials during transitions, 
and by trying to incorporate them into activities not designed for 
literacy. On occasion, teachers prevent children from making use 
of the displayed literacy stimuli. 

The question of access is complex. There are often conditions 
which make it difficult •) provide access, such as interrupted 
and segmented schedules, many pull-out programs, or heavy agendas 
of assignments for children. Different teachers try a variety of 
ways to give children opportunity and time to respond to the 
environment. Some provide access through open-ended assign- 
-nents, some through self-selection, some through scheduling or 
through a combination of arrangements. When teachers don't 
provide access, children do what they can, whenever they can, to 
make use of the literacy materials which attract them. 

The physical environment, and the time and opportunity to 
make use of it, work together in some way to create overlapping 
dimensions of access. It is clear that children are attracted to 
displayed literacy stimuli and are persistent in gaining access. 
It may be that their persistence sometimes compensates for lack 
of formal access, and enables children to become involved in 
literacy behavior despite barriers to the environment. Records 
of children's usage of displayed literacy stimuli may provide one 
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dimension of access, but additional ways need to be developed to 
more clearly distinguish among levels of access. 

Literacy Behaviors 
li/hat kinds ot literacy behaviors do children ^^se in high 
s timulus level literacy environments? 

Both teachers and children are very interested in literacy in 
these environments. Nearly two-thirds of all behaviors are 
literacy behaviors, and more than one-third of those are optional. 
Considering the high proportions of a school day traditionally 
consumed with management concerns (Jackson, 1968; Gehrke, 1979) 
this shows a high involvement in literacy. 

Teachers assign more than half of the writing, observing, 
manipulating, and reading behavior that occurs, asking children 
to manipulate literacy materials and observe more than they assign 
any other specific literacy behavior. Children choose more than 
half of the discussing and scanning behaviors that occur. They 
choose to manipulate, observe and discuss more than to read and 
write. Much of the manipulation is in preparation for writing, 
and much of the observation is connected with writing and reading, 
which children treat as social activities. 

What kinds of literacy behaviors do children use iri high 
level literacy environments with different levels of access? 

Children's spontaneous literacy is somewhat different in 
environments with the highest levels of access than in settings of 
moderate access. In the higher access settings children engage in 
a bit more literacy behavior than other children, and considerably 
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more optional literacy behavior. Where access is high they 
choose to read, manipulate, observe, and discuss more than 
children in other settings. Teachers in these environments 
assign more reading and writing behaviors than they do in settings 
with lower access. 

It is not clear whether literacy stimulus level and access 
level (as determined in this study) are associated with children's 
literacy behavior in similar ways. However, children in environ- 
ments ranking highest in literacy level show more optional 
literacy behaviors than those in environments at the lowest 
levels . 

Suaraa r y 

In general, we conclude that an environment which functions 
on behalf of children's literacy is extremely complex. It is 
established through spatial organization, the teacher's provi- 
sioning with print and symbolic materials, with tools and mater- 
ials for literacy. The distribution (locations) and other arrange- 
ment of literacy materials and of display facilities for child- 
ren's use, affects the extent to which children respond to 
and contribute to the literacy stimuli of the environment. 

Some organization of the day which assures children's 
access to the environment is necessary. Such organization can 
interacts with arrangements of literacy stimuli so that children 
make frequent use of literacy in the daily events of classroom 
life, some -spontaneous, within teacher designed activities 
or self-initiated activity, and some teacher instigated. 
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We have seen children deeply involved in literacy in these 
environments arranged to support it, and have noted the persis- 
tence with which they pursue this interest. We have also seen 
that for children literacy is a social activity, which is accompa- 
nied by peer collaboration, commentary, observation, and apprecia- 
tion; we conclude that environments arranged for literary must 
also support the social qualities of children's spontaneous 
involvement in literacy. 

SOME RECOMMENDATIONS 

The descriptions given here have some implications for 
educational practice, and our recommendations for the classroom 
have been presented elsewhere (Loughlin and Martin, 1987). The 
findings also suggest additional investigations to further clarify 
the nat re of a literacy environment functioning on behalf of 
children's involvement and growth in literacy. 

The question of access is still unclear. It seems appropriate 
to use some measure of the uses of displayed literacy stimuli to 
identify access, but findings from The Inventory of Access seem 
too limited to distinguish environments with different qualities 
of access. Observations suggest possibilities that there is an 
interaction between access and children's high motivation for 
literacy which may be confusing the picture. The numerical and 
narrative data together suggest that the problem is in the 
instrumentation. Perhaps different approach to assessing use of 
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displayed literacy eavironraent would provide a clearer picture. 
Some kind of material usage count (Loughlin and Suina, 1982, pl47) 
rather than the children's use count might be developed, if 
logistic ally possible. 

It may be time to do some small comparison studies, using 
wide variety of literacy environments, including some known to 
provide a high stimulus level, and others more typical of class- 
rooms in general. Access should vary more among a less specialized 
group of subject-classrooms, and better highlight any relation- 
ships that influence literacy behavior. 

Two of the instruments ( Survey of Displayed Literacy Stimuli ; 
Literacy Observation Matrix ) have potential for comparison studies 
now, but are not sure about the Inventory of Access . However, 
further studies of children in functioning literacy environments 
should include plans for open-ended observation records of 
children and events at the same times they are observed through 
these or related instruments. There may be a time in the future 
when the qualities and functioning of the literacy environment are 
well enough understood to work directly with instrument-observa- 
tion procedures, but at present there is still much to be learned. 

All of our research to date has focused on kindergarten- 
primary classrooms. It seems likely that environments arranged 
to foster literacy involvement in intermediate classrooms and at 
the mid-school would be as interesting a subject as those in the 
early school years. Replications of this work at those levels 
could contribute to a better understanding of the environmental 
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influences on children's learning at older ages, and on the 
literacy environment in particular. 
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APPENDIX B 
PROCEDURAL DETAILS 



111 



STAGE I 



PROJECT DIRECTIONS 

Here's the way we've agreed to carry out the Survey Environment part 
of the project: 

Some of the procedures are designed to help us study the Survey 
instrument to see how reliable it is. We want to know whether two 
independent surveyors can characterize the environment in the same way 
using the same instrument in the same environment. Since, by defini- 
tion the arranged environment is always changing, we can only be sure 
the environment is the same if both people survey at the same time. 

Other procedures are needed to keep the intrusion into the classroom 
to a minimum. For this reason, vheaever possible Wednesday afteraooa 
is the scheduled time, because children aren't there. If needed, the 
survey can be carried out after 3:30 on other weekdays, with prior 
arrangements at the school. 

TWO PEOPLE will sketch the environment on the same day. It will 
be necessary decide together where the area divisions will be, so they 
will be using the same areas on the Survey of Displayed Literacy 
Environment . 

THE SURVEY will be carried out on the same day by the same people. 
Each will work independently, without consulting each other about 
judgments. The scoring and summary sheets should be filled out at 
the end of the survey. 

Please leave the survey and the sketch map in the box of Stage II 
m aterials . They will be needed for Stage II. 

THE INVENTORY SCHEDULE INFORMATION that is needed for Stage II is 
listed on a green sheet that is also in the yellow packet. Please talk 
with the classroom teacher, and/or borrow a copy of the schedule, 
to get the information, and write it on the sheet. Please leave the 
Inventory Schedule Information Sheet in the box of Stage II materials. 



GENERAL SCHEDULE INFORMATION 



Classroom School 

Day begins at 

Morning recess from 

Lunch from 

Lunch recess from 

Afternoon begins at 
Afternoon recess from 

Special out-of-roora events that are regularly scheduled: 

Day Time 

Library 

Music : 

P,E. 



to 



to 



to 



to 



Any special events (field trips, conferences, testing, etc) that will 
keep children away from normal activiti<=js for half or full day? 

Event Day/Time . 

Event Day /Time . 

Event Day /Time 

Event Day /Time 
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STAGE II - ACCESS INVENTORY 



PROJECT DIRECTIONS 

In order to have a continuous record of uses of displayed literacy stimuli 
through the day, tvo people will work together in the classroom. As soon as 
one person has completed a scan, the other will begin a new scan. We ve 
agreed to use the instrument in these ways: 

ARRIVE before the children enter the classroom, and fill out the front 
page of the scan-record, using information from the Survey of Displayed 
Literacy Stimuli and Sketch Map. Check how many children are in the class. 
If there are more than 26, add an extra scan-record page to each form. 

BEGIN recording as soon as the first child enters the environment, 
using"proEedures described on Inventory cover sheet. RMEMBER that you are 
recording uses of oaly the displayed literacy s timuli that were recorded on 
th e yellow Survey record . If you notice some stimuli present that weren t 
there when you did the Survey, include those materials that could have been 
recorded if present at the time. (However, don't change the survey.) 

NOTIFY your partner as soon as your scan is completed, so she can 
begin. 

CHECK the first page of the scan, as soon as you are finished, to _be 
sure the information about time begun, time ended, and events during the 
scan is clearly recorded. 

WRITE the names or identification of the individual children on a new 
scan-record in the same order as on your previous scan. Replace identifica- 
tion phrases with names as soon as you are sure of them. 

BEGIN a new scan as soon as your partner notifies you the previous scan 
is completed, 

CONTINUE to record until all children have left the environment. 

RESUME the scan-record as soon as the first child returns unless the 
group has been away more than 20 minutes. 

BEGIN a new scan when the group returns after an absence of more than 
20 minutes. 

THE SCORE SHEET 

At the end of the day, take off your shoes, and prepare the scan-records 
and score sheets for someone else to read. Fill in children's names where 
they are missing. Review each record and clarify handwriting or abbrevia- 
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tiona you have used. Order each set of scan-records by time. Check to be 
sure events and times are clearly recorded (questions can usually be 
resolved by checking the two sets of records for time and events, since 
they supplement each other.) Then combine the records into one set, 
ordered by time. 

Transfer the data from the scan-records onto the scoring sheets, ordered by 
time. You may find it easier to record by tally, then add numbers later. 
Please complete the right-hand summary on the last page also. 



*********************************************** 
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STAGE III - LOM 



PROJECT DIRECTIONS 



We need to: 

Select Subjects and Alternates 

Establish an Observation Schedule 

Set up the Matrix Record Sheets for Each Subject 

And, of course, observe them daily. 

SELECTING SUBJECTS AND ALTERNATES; Using a Table of Random Numbers and 
a copy of the class list for the environment you're studying, select 10 
subjects (the first 8 will be subjects and the last 2 alternates)* Record 
their names on the appropriate sheet, and show the list to the classroom 
teacher. 

Sometimes we We selected a child who is absent every week on the same 
day, or one who will not be in attendance at all during the observation 
week. If that is the case, please select two more alteraates, using the 
table of random numbers. 

ESTABLISHING THE OBSERVATION SCHEDULE : Using the schedule information 
or the teachers schedule, and your own schedules, set up a plan for 
observation through the week that samples as many different hours of the 
school day as possible. Expect each day's observation to consume between 45 
minutes and 1 hour of children's in-class time. (For your own schedules 
anticipate unexpected interruptions to in-class time that may make your time 
at the school somewhat longer.) Decide who will observe during which 
planned time. 

SET UP THE MATRIX RECORD SHEETS; Prepare a record form for each 
subject and alternate (10 record sheets in all.) In the space for "Other" 
please write either "Subject" or "Alternate" , Any information required on 
the top of the form will be available from the classroom teacher if you 
don't already have it. 

OBSERVE; Plan to observe all 10 children you have set up as subjects 
and as alternates. It's likely that one or more subjects will be absent at 
least one observation day, and we may be able to have 5 days of observations 
for one of the alternates. 
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ADDITIONAL SOURCES OF INTORMATION ABOUT THIS RESEARCH: 



Loughlin, Catheriaa and Cole, Nancy, (1987) A survey of displayed 
literacy sti.nuli. In Loughlin and Martin, Supportiap, literacy , 
N.Y,: Teachers College Press, 

LDUghlin, Catherine and Martin, Mavis, (1937) Supporting 
literacy: Developing effective learning e n v i r o nme a ts , New York: 
Teachers College Press, 

Loughlin, Catherine (1987, Spring) Researching the learning 
environment: Finding a way in. Teach iaR and Learning: The 
Journal of Natural laquiry . Vol I, 3, 

Loughlin, Catherine and Ivener, Bonnie. (1988) Literacy behaviors 
of young children in hi.^h level literacy e n v i r o ame at s , Research 
Foruoi Paper presented at Association for Childhood Education 
International Annual Study Conference, Salt Lake City, Utah, 

Loughlin, Catherine ( 1989 , Spring ) Inside the literacy 
environment. Teaching and Learning: The Journal of Natural 
Inquiry , Vol.3, No, 3, 



ERIC 



